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ABSTRACT 
CROSS-CULTURAL TRANSITION TRAINING FOR 
PROFESSIONAL PREPARATION; 
AN INTEGRATED MODEL 
February 1991 
CONSTANTINA COMNENOU, B.A., COUCHER COLLEGE 
M.A., BOSTON COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Norma Jean Anderson 
The dissertation was a hypothesis-generating study which 
investigated the scope and nature of learnings provided by an 
integrated model of training in cross-cultural transition.. The model 
consisted of a conceptual tool, the Model For Cross-Cultural 
Synthesis and Growth, which describes cross-cultural transition as 
an on-going process of adaptation and growth experienced by human 
beings who significantly interact with one or more varying cultures. 
The model also consisted of an experiential learning tool, the Somis, 
Amicans, and Nirions exercise, which simulates critical 
interactional dynamics and dilemmas inherent in the process of 
cross-cultural transition. 
Two six-hour workshops were conducted on consecutive days, 
with participants with undergraduate or graduate training in the 
fields of education, human services, and management, using the 
same model and training staff. The participants were predominantly 
VIM 
female, English speaking U.S.A. citizens, with European American 
cultural backgrounds. 
Journal and open-ended questionnaire data were gathered. 
They were analyzed by the constant comparative method of grounded 
theory. 
The findings revealed very strong support for the model as an 
effective tool in providing meaningful learning in the process of 
cross-cultural transition. They were equally as supportive of the 
conceptual tool, as accurately depicting the process of cross- 
cultural transition, and of the experiential learning tool, as a 
powerful simulation which effectively transmits meaningful 
knowledge of this process. Ethnocentrism, identity, and power 
dynamics were focal points in the learnings of the participants. 
Differences in individual interaction style and engagement mode 
were found. All participants reported significant learnings 
regardless of these differences. 
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CHAPTER I 
INTRODUCTION 
In today's world, the concept of professional preparation is 
rapidly ceasing to imply training specialists or generalists to 
function primarily in a culturally homogeneous environment. 
Technology has permanently changed the impact of time and distance 
as factors prohibiting frequent contact with other cultures. A 
global existence, once a hazy notion for the distant future, has 
become a current reality. Preparing professionals to work 
effectively in culturally heterogeneous settings is now a necessity 
rather than an option offered only to those choosing an international 
or multiethnic clientele. 
Leading educators are expressing both urgency and concern 
about providing such skills to professionals. They see a need for 
redirecting the priorities of professional preparation programs in 
order to adequately train individuals to work effectively in the 
culturally diverse milieu of the future. 
Lester Thurow, Dean of the Alfred P. Sloan School of 
Management at the Massachusetts Institute of Technology, advocates 
a change in the training of managers to include knowledge and skills 
that will enable them to function effectively in a global market. 
Historically, we have always made a distinction between management and 
international management. That distinction is no longer valid. With the 
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development of a world economy, every manager is managing in a world 
environment even if he or she never leaves the United States. For, at the 
minimum, they are going to be competing with products that come from abroad, 
selling to customers that must compete internationally, or buying from 
international suppliers... . Every manager of the next century must have an 
understanding of how to manage in an international environment... There is a 
global and technological dimension that must be added to their portfolio of skills 
and understanding... Technology has made distance irrelevant (Thurow, 1987, 
pp. 2, 4, 2). 
On the domestic level, the training of professionals to work 
effectively with culturally diverse clients is of equal importance 
and urgency. Although the need to address this issue has surfaced 
since at least the decade of the sixties, several leading educators 
feel our progress in developing the necessary knowledge, attitudes, 
skills, and materials, is still lacking. 
Focusing on the needs of elementary and secondary school 
students Banks (1987), points out the necessity to transcend the 
traditional "mainstream perspective" of the educational approach in 
the U.S. He suggests an approach of cross-cultural enrichment and 
relevance, in-depth exploration of ethnic and global information and 
resources, and promoting and understanding the interdependency of 
human existence on the planet. 
Banks (1987) reports that the numbers of "minority" and 
culturally diverse citizens in the United States is growing by leaps 
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and bounds. He states that by the year 2000 the Asian American 
population will nearly double while the total population in the .US.A. 
will increase by 20%. The "Hispanic" population, which consisted of 
17.7 million people in 1984, will amount to 30-35 million by the 
year 2000. The number of Afro-Americans will also continue to 
increase, though by a relatively smaller percentage than that of the 
Asian Americans and the "Hispanics." 
This demographic shift will significantly change the ethnic 
makeup of the overall school age population, which is already 
culturally diverse in many districts throughout the nation. If these 
trends continue, it is estimated that by the year 2000 more than 
fifty major U.S. cities will have a majority ethnic minority 
population. Furthermore, 30% of the students in public schools will 
be ethnic minorities by 1990 (Banks, 1987). 
These statistics strongly indicate that not only school 
personnel but all professionals will have to work with a 
significantly more culturally diverse domestic client population in 
the near future. They must, therefore, be trained to work 
effectively with this clientele. 
Gadsden (1987), expresses strong concern for the lack of 
"international and intercultural literacy" in the preparation of 
professionals in all fields. Referring to both the international and 
domestic arenas, she states: 
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It becomes increasingly apparent that as citizens of the U.S.A., not only do we not 
know enough about or have sufficient sensitivity and respect for other cultures; 
we do not know enough about the diversity of cultures within our own citizenry; 
nor do we respect sufficiently the differences and distinctions which our several 
cultural minorities contribute to the ethos of what we jingoistly label U.S. 
culture... . Judged for this competence the level of illiteracy is staggering and 
startling (p. 3). 
She warns that professionals trained in the U.S.A. will find 
themselves increasingly unable to compete with others who have 
facility in multiple languages, knowledge, understanding, and 
appreciation of different cultures, as well as skills to negotiate and 
facilitate intercultural interaction (Gadsden,1987). 
This last area, namely knowledge, skills, and attitudes to 
negotiate and facilitate intercultural interaction, is the focus of 
this dissertation. Specifically the dissertation presents a model for 
training professionals in the process of cross-cultural transition, 
which is a crucial and central aspect of intercultural interaction. 
Definition of Terms 
Cross-cultural transition is the cognitive and affective 
process by which individuals incorporate the demands and 
expectations of a new cultural context within their self-concept and 
behavior (Comnenou, 1988). 
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Culture is a dynamic process of change by which a specific 
group of people arrive at shared patterns for solving problems of 
survival and of coping with their physical, social, and spiritual 
environment. Culture develops within a context of space and time 
and is transmitted to its new members, also, within a context of 
space the time (interculture Inc., 1972). 
Cultural encapsulation is a tendency observed among 
counselors of clients from another culture to substitute their own 
"self-reference" criteria of desired social effectiveness for 
alternative criteria which may be more appropriate to the client's 
environment (Pedersen, Draguns, Lonner, & Trimble, 1981). 
Cultural pluralism or pluralism is a philosophical perspective 
which argues that a political democracy must also include a cultural 
democracy and that immigrants from any part of the globe have the 
right to maintain their cultures and institutions in American society 
(Banks, 1988). 
Culture shock is a state which occurs soon after a human being 
enters a different culture. It is characterized by high anxiety, 
defensiveness, agitation, rejection of the new culture, withdrawal 
and ethnocentrism (Oberg, 1958). 
Cultural synergy is an approach which utilizes both 
similarities and differences in intercultural interaction with the 
purpose of arriving at behavioral alternatives which enrich all 
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parties without violating their values (Harris & Moran, 1981). This 
definition is based on a view of synergy as a state of mutual 
enhancement between two opposites, an effective and intellectual 
synthesis that is greater than the sum of its parts (Hampden & 
Turner, 1970). Synergy is a creative combination, not a compromise 
(Banet, 1976). It involves grasping a paradox and holding it in 
creative tension (Harris, 1972). 
Ethnocentrism is a tendency of human beings to believe that 
their particular culture is superior to that of others (Banks, 1987). 
Ethnicity, or ethnic group, is a group of individuals who share a 
sense of group identification, a common set of values, political and 
economic interests, behavioral patterns, and other culture elements 
that differ from those of other groups within a society (Banks, 
1987) . 
Intercultural communication is the communication process 
which occurs when a message producer is a member of one culture 
and a message receiver is a member of another (Samovar & Potter, 
1988) . This process may take place between individuals from 
different ethnic groups as well as different cultures. 
Mainstream Americans are individuals who view themselves 
only as American and do not consciously identify with a clearly 
defined ethnic group. This group may include many third and fourth 
generation Irish or Scandinavians, as well as individuals with 
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multiple European heritages. Culturally, mainstream Americans 
share many characteristics with Anglo-Saxon Protestants because 
this group has dominated the national culture more than other 
American subgroups (Banks, 1987). 
Xenophobia is an ancient Greek word meaning fear of strangers. 
Background 
In any transaction occurring between individuals from 
different cultural and linguistic backgrounds there are a plethora of 
intricate interactional dynamics. Differences in culture or language 
may result in differences in the way individuals feel, perceive, 
conceptualize, behave and communicate. These differences may 
enrich or inhibit any cross-cultural transaction, depending on the 
individual's "ability" to recognize their existence and implications 
and to cope effectively with the dynamics they elicit. 
Individuals who work or live in international or domestic 
situations in which these dynamics predominate often find 
themselves experiencing varying degrees of stress as they attempt 
to bridge gaps and remedy difficulties stemming from cross- 
cultural differences and miscommunications. The stress and 
adaptation process they undergo as they try to integrate diverse 
input from two or more cultural contexts is referred to in the 
literature as cross-cultural transition. In this paper, cross-cultural 
transition is defined as the cognitive and affective process by which 
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individuals incorporate the demands and expectations of a new 
cultural context within their self concept and behavior 
(Comnenou,1988). 
Cross-cultural transition or "culture shock," as it was first 
termed by anthropologist Kalvero Oberg in I958, occurs when 
individuals interact with cultural differences in a way which 
diminishes their sense of security and familiarity. A set of 
predictable behavioral stages are experienced by these individuals 
as they attempt to reconcile these differences cognitively, 
emotionally and behaviorally (Adler, 1981). 
This state of being became a major concern in the field in the 
decade of the 1960s among those who trained individuals to function 
in other countries. Soon after arrival or significant contact with 
the new culture these individuals became stressed, anxious, 
defensive, agitated, rejecting of the new culture, withdrawn and 
ethnocentric (Oberg, 1958). The tasks they were sent to undertake 
were greatly affected by these emotions. This is evidenced in the 
experiential accounts of Peace Corps volunteers in the field, the 
major source of information on this topic. An equally dysfunctional 
reaction was evidenced among many of the professionals in the 
U.S.A. who formed significant personal or professional relationships 
with others from diverse racial, linguistic, or cultural backgrounds 
(Vontress, 1975). Competent and well motivated individuals, when 
interacting with "minority" or culturally diverse populations, 
behaved in a manner which impeded their effectiveness. "Culturally 
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encapsulated" professionals working with clients from another 
culture steered the rolationship in favor of their own cultural 
perspective (Pedersen,1975). Factors such as racial attitudes, 
ignorance of the clients background, and language barriers, were 
found to impede the professional/dient relationship (Vontress, 
1975). 
Faced with this problem, educators and trainers recognized the 
need to train professionals in the principles and dynamics of 
intercultural interaction. If professionals were to be at all 
effective in culturally heterogeneous settings they would have to be 
able to recognize, understand and value cultural differences. They 
would also have to be aware of their own behavioral contributions to 
the intercultural dynamics occurring between themselves and their 
clients. The need for such professional preparation led to the 
development of numerous cognitive and experiential training 
programs in cross-cultural interaction. The phenomenon of culture 
shock, therefore, sparked the interest which gave birth to most of 
the literature and instrumentation in the field of cross-cultural 
training. 
The impetus for formalizing and further developing this body 
of knowledge was the establishment of the Peace Corps in 1961. 
James Downs, reviewing training models created since that time, 
grouped them into four main categories: 
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The intellectual model, which consists primarily of lectures 
and information about the other culture; 
The area simulator model, which provides culture-specific 
training in the perspective of the other culture through 
simulated experiences: 
The self awareness model, which focuses on understanding and 
accepting oneself as a precursor to understanding people from 
another culture; 
The cultural awareness model, which trains participants to 
recognize cultural influences in personal values, behaviors and 
cognitions (Harris & Moran,1981). 
It is evident that these models vary in their view and approach 
to cross-cultural training. A summary of their collective 
contributions, however, suggests that any comprehensive program 
should include both cognitive and experiential training in culture- 
specific information, principles and dynamics of intercultural 
communication, and in personal and cultural awareness. 
Though all of these models strive to facilitate intercultural 
interaction by reducing the dysfunctional aspects of cross-cultural 
transition, very few focus directly on this process as a whole. 
Instead, they place the emphasis of training on specific aspects or 
segments of this process. A main factor in this are the changes the 
concept of culture shock, or cross-cultural transition, has undergone 
over the years. Culture shock evolved from being viewed as a 
relatively short, temporary, intense , and negative experience to a 
longer, more adaptive and inclusive one. 
Culture shock has been conceptualized in three primary ways 
since the term was first coined (Juffer, 1983). The initial view of 
the concept was that "culture shock" was an affliction, a negative 
process triggered by cross-cultural contact, which needed to be 
arrested and diminished as soon as possible (Oberg, 1958). It was 
also seen as an intrapsychic condition, an illness, based on other 
psychological and personality dynamics (Foster, 1962), and it was 
agreed that one had to be "cured" or educated out of this state of 
being. Both of these trends looked at culture shock primarily 
through the factors of stress and symptoms. The onset of anxiety 
and stress marked the beginning of culture shock, and their 
elimination or reduction indicated that a healthy equilibrium had 
been restored for the individual in transition. Training models based 
on these trends, therefore, focus on culture-specific issues and 
awareness skills which facilitate a quick reconciliation of the 
conflicts involved. 
The most current and widely used model of cross-cultural 
transition, in contrast, defines the process as a positive learning 
and growthful experience. The model of the "transitional 
experience," developed by Peter Adler (1978), broadened the scope of 
the concept to include positive experiential steps which end with 
learning to integrate cognitively and emotionally the two cultural 
perspectives involved. 
This model does not strive to avoid or eliminate the stress in 
cross-cultural transition as a primary goal. Rather, it sees stress 
as a healthy signal of a meaningful struggle to explore an unknown 
cultural perspective. It suggests a strategy of training which 
encourages individuals to explore cross-cultural conflicts in order 
to arrive at new alternatives, and thus expand their cognitive and 
experiential horizons. The transitional experience model, however, 
shares an important commonality with the previously mentioned 
ones. It agrees that cross-cultural transition is a linear and discrete 
experiential state of being which begins with contact with a new 
culture and ends with the successful integration of the two cultural 
perspectives. 
Even P. Adler's expanded view of cross-cultural transition, 
though more useful than earlier ones, seems incomplete when placed 
in the light of current data on the topic of cultural "re-entry." Up to 
now, cross-cultural transition has been associated with the initial 
steps of interacting with a new and significantly different culture. 
It appears, however, that individuals returning or re-entering their 
culture of origin also experience a form of cross-cultural transition. 
They describe "re-entry" as a process more difficult than entry. 
Despite this difficulty, they report their "re-entry"-associated 
reactions to be less extreme than those of "entry" (Adler, N. J., 
1981). 
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These new data seem to indicate that cross-cultural transition 
is an even broader process than P. Adler's model suggests. It 
appears that this process does not end with the integration of the 
new cultural perspective. On the contrary, it extends onward to 
encompass a deeper level of integration of the two cultures, and new 
cross-cultural learnings, evolving in a cyclical and continuous, 
rather than discrete, pattern. 
It also appears that those who have successfully negotiated 
cross-cultural transition may encounter new and even more difficult 
cross-cultural challenges. Their knowledge and previous exposure to 
this process, however, helps reduce the level of stress by lessening 
the distance between the peaks and valleys of their reactions. 
Successful experience with cross-cultural transition, therefore, 
seems to be an important factor in reducing the stress associated 
with this process in the future. This insight lends support to the 
importance of training in the cross-cultural transition process, as a 
whole, prior to entering or coming in contact with a new culture. 
Statement of the Problem 
The data presented in the previous section of this paper point 
to the need for a reconceptualization of cross-cultural transition as 
an ongoing developmental process. They also suggest that training 
programs need to include information and experiential learning 
opportunities in the cross-cultural transition process as a whole. 
As previously mentioned, there is an abundance of experiential 
training tools in existence which address cross-cultural interaction. 
Very few, however, focus on the process of cross-cultural transition 
per se. This is primarily a reflection of the lack of concepts which 
adequately describe the process. Those which do address this 
process do so only partially by focusing exclusively on particular 
aspects such as entry, re-entry, relocation, culture-specific biases 
and miscommunications, ethnocentrism, stereotyping, and others. 
The most widely used exercise today simulating cross-cultural 
contact and interaction is the Bafa-Bafa developed by Shirts (1977). 
It is a structured simulation which provides participants with a 
predetermined interaction process between two diametrically 
opposed cultures. There are only four studies in the literature 
testing the effectiveness of this tool. The research data produced 
by these studies are mixed. The earlier studies (Petersen, Glover, 
Romero, Romero, 1978) found the simulation effective in promoting 
creativity and tolerance of ambiguity toward new cultures. When 
studied for its effectiveness in helping teacher trainees develop 
respect for the various cultural and ethnic groups in the U.S.A., 
however, the exercise was found to be unsuccessful (Gonzalez-Miles, 
1980). 
Although the results are inconclusive, these researchers warn 
against generalizing them to either the overall effectiveness of the 
Bafa- Bafa or to other experiential tools. They, as well as the 
majority of voices in the field, urge further research and 
development of such training instruments. The consensus is that 
these tools have the potential to be powerful and necessary learning 
vehicles, especially when used along with appropriate and sound 
concepts. Either a strictly cognitive or experiential approach to 
training in this area has been found to be inadequate. The most 
effective approach is considered to be the integrated one which 
provides both cognitive and experiential learning options (Hoopes, 
1979). 
In order to develop effective training in cross-cultural 
transition, learning vehicles must be made available which present a 
complete and current concept of this process and can transmit it 
both cognitively and experientially. Presently, such tools are almost 
totally lacking. There is, therefore, a most pressing need to develop 
these instruments in order to prepare professionals in all fields to 
function effectively in the intercultural global milieu of the future. 
Purpose of The Study 
This dissertation develops an integrated model of training 
which provides meaningful learning in the process of cross-cultural 
transition. The model includes a conceptual tool describing the 
cross-cultural transition process and an experiential exercise 
simulating the main aspects of the process. 
The study has two main areas of focus. The first presents a 
review of the existing theoretical trends in cross-cultural 
transition, discusses the current applied data pertinent to this 
subject, and describes a new conceptual model which integrates this 
theoretical and applied knowledge. 
The second area of focus examines the existing experiential 
learning vehicles in cross-cultural transition, reviews the 
literature on these instruments, presents an experiential learning 
tool which is based on the conceptual model discussed in the 
previous section, and studies the scope of learnings elicited by this 
tool. 
The pedagogical purpose of this model is to train professionals 
in the process of cross-cultural transition. The benefits from such 
training can be grouped in two categories, personal, and 
professional. 
The personal benefits are increased awareness and knowledge about the nature 
and effects of cross-cultural transition, increased capability in forming realistic 
expectations about this experience and of coping with it in the future, and 
increased capability in recognizing one’s own and others' dysfunctional behavior 
in intercultural interaction. 
The professional benefits include increased effectiveness in dealing with 
culturally diverse clients, increased effectiveness in working in culturally 
diverse settings, and increased ability to assist others to learn about and cope 
successfully with cross-cultural transition. 
The Conceptual Model 
The Model for Cross-Cultural synthesis and Growth, fig. 1, was 
developed by Maria Paz Beltran Avery and Constantina Comnenou as a 
visual training tool for human service providers in 1977. Since then, 
the model has been revised and empirically studied by Comnenou 
with educators, human service providers, health professionals, and 
managers. 
Approximately 100 individuals, in training groups of seven to 
twelve participants, have worked with and responded to the model. 
They have been asked to reflect on cross-cultural transition 
experiences they have previously undergone, and to list their 
feelings, reactions, and behaviors while in this process. The model 
has, subsequently been presented to them and related to their 
experiential data. The results have consistently supported this 
model as a conceptual framework accurately descriptive of both 
short- and long-term effects of cross-cultural transition. The most 
recent version of the model, presented in this study for the first 
time, incorporates what has been learned over the past 12 years. 
Figure 1: Model of Cross-Cultural Synthesis and Growth 
Developed by Constantine Comnenou and Maria-Paz Beltran Avery. 
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Cross-Cultural Transition:_Definition and Significance 
In this model, cross-cultural transition is defined as the 
cognitive and affective process by which an individual incorporates 
the demands and expectations of a new cultural context within 
his/her self concept and behavior. Cross-cultural transition 
involves the bridging of dichotomies posed by contrasting values and 
preferred practices between two or more varying cultural contexts. 
This developmental process implies an unfreezing of the previously 
acquired cultural perspective, a gradual and simultaneous 
internalization of another perspective, and an emergence of a new 
perspective, self concept, and behaviors which allow for the 
creative integration of these two sets of meaning. 
As discussed in Chapter II of this dissertation, the literature 
generally focuses on cross-cultural transition as a state of being 
experienced by sojourners who travel to and have contact with a 
culture other than their own. However, key figures in the field, such 
as Banks (1987), and Vontress (1975), explore the ethnic and racial 
implications of this process. Vontress (1975) described culture 
shock behavior taking place among professionals who work with 
clients of different racial and ethnic backgrounds. Pedersen (1981) 
highlights the need for training for professionals who work with 
culturally diverse client populations to avoid cultural encapsulation. 
Accordingly, cross-cultural transition in this model is viewed as a 
state of being, experienced and applicable to both international 
cross-cultural and inter-ethnic and racial interaction, within the 
same country of setting. 
Psychologically, the process of transition can be a very 
intense experience, and may lead either to insight and growth or to 
confusion, regret, and discouragement. There are only a few 
examples in the literature which frame cross-cultural transition as 
a positive experience providing an individual with the opportunity to 
resolve personal conflicts and arrive at new solutions to old 
problems by being exposed to a new cultural framework (Adler, 
1975). Most of the literature, however, is focused on culture shock, 
which is presented as an intense disorientation, emotionally and 
cognitively unsettling; an anxiety state which most people avoid or 
defuse a quickly as possible (Oberg, 1958; Foster 1962). 
Whether viewed positively or negatively, cross-cultural 
transition is certainly treated as a significant experience. It is 
logical, therefore, to state that any individual undergoing cross- 
cultural transition may be affected significantly by the positive and 
negative aspect of this experience, and that this experience has both 
psychological and social implications. 
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P-SVCholQQical Significance 
The psychological implications of this experience may be more 
specifically outlined as follows: 
\ 
Positive 
1. Learning about ending one aspect of life, beginning a new 
one, and integrating the two by choosing the most desirable 
combination of elements. 
2. Generating awareness of the process of change from a 
known to an unknown context. This awareness can be 
subsequently applied to any change experienced between 
two or more life situations or options. 
3. Providing the opportunity the question elements of one's 
self concept and living situation which have become 
normative and, therefore, may be taken for granted. 
Examining these elements may provide insight into 
problems and/or reaffirmation of positive existential 
choices. 
4. Bringing new and enriching emotional and contextual 
material into the individual's experience. 
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5. Managing the process of cross-cultural transition 
effectively can teach an individual about this process 
itself, and thus provide one with important wkills and a 
sense of control over other stressful transitional life 
situations. 
Negative 
1. If ignored and unassisted, the experience of cross-cultural 
transition may lead to confusion about one's self concept. 
2. An individual may never acquire sufficient knowledge and 
clarity about the new cultural context, and thus may become 
marginal, reactive, defensive, and unable to develop 
necessary coping skills. 
3. An individual may encounter major stress and become 
disoriented, disorganized, and traumatized by this 
experience, perhaps even aggressive or self destructive. 
4. An individual unable to integrate the two cross-cultural 
contexts in which she/he has to survive may simply drift 
back and forth in an ambivalent and circular manner 
between old and new values and behavioral expectations, 




1. Individuals versed in the process of cross-cultural 
transition, such as those reentering their culture of origin, 
experience fewer emotional extremes and may therefore be 
less apt to become ethnocentric and reactive to differences 
and change. 
2. One may acquire a greater ease of functioning in groups 
composed of culturally heterogeneous individuals. 
3. Having undergone cross-cultural transition successfully, 
one may be able to facilitate intercultural understanding 
and interaction among different groups, and the building of 
strong synergistic ties between culturally diverse 
individuals and groups. 
4. People may gain skills in accurately interpreting data from 
another cultural context by comprehending the complexity 
of perceptual and interpretive factors Involved in 
intrcultural communication. 
5. By undertaking the cross-cultural transition process as it 
manifests itself in individuals and groups, one may be able 
to facilitate the adaptation and relocation process of 
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refugees, international students, professionals, and other 
sojourners. 
6. The cross-cultural transition process can be applied to the 
development and dynamics of small groups to assist in 
undertaking issues of heterogeneity and diversity as they 
affect group functioning and process. 
Negative 
1. An individual may perceive cross-cultural transition as a 
process of conflict which should be avoided or diffused, 
rather than a process of adaptation which could be 
understood, fully explored, and encouraged. This resistance 
to exploring this process may rob an individual of 
opportunities to transcend ethnocentrism and become 
cross-culturally enriched. 
2. Individuals who remain unaware of the dynamics of cross- 
cultural transition may perceive the interactional interface 
between diverse cultures with the frame of conflict rather 
than adaptation. Cross-cultural transactions may be viewed 
as win/lose negotiations, rather than as an opportunity to 
synergistically synthesize differences in order to maximize 
learning, enrichment, and the exchange of resources for 
everyone involved. 
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3. Similarly, the inter- and intra-group interaction of 
culturally heterogeneous groups may be viewed and treated 
as conflict rather than an exploration of differences. 
4. Professionals attempting to facilitate cross-cultural 
interaction among individuals, groups, and cultures may 
attempt to prevent conflict by focusing on similarity and 
avoiding differences. This strategy would inhibit a 
comprehensive cross-cultural dialogue, and reinforce 
stereotypes and xenophobia. This implication is supported 
by major contributors in the field such as Adler, Banks, and 
Bennett, whose work is reviewed extensively. 
Cross-Cultural Transition Model 
Discussion 
The Model for Cross-Cultural Synthesis and Growth outlines 
the process of cross-cultural transition and identifies interventions 
for assisting individuals or groups in integrating diverse cultural 
contexts in their own perspective and behavior. 
This model discusses cross-cultural transition as a series of 
experiential steps, or phases of adaptation. These are depicted as 
sections of a circle which represents the entire cross-cultural 
transition process, and are organized in the following sequence. 
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(1) Entry. (2) Confrontation, (3) Either/Or, (4)Creative Questioning. 
(5) Both/And, (6) Integration emotional/cognitive. 
For each of these phases or steps there is a corresponding step 
of suggested interventions for assisting individuals undergoing 
transition. These are depicted as arrows corresponding to each of 
the steps of cross-cultural transition. Each step represents an 
affective and cognitive state of being within the cross-cultural 
transition process. These steps unfold in time, but do not represent 
developmental stages which follow each other in a predetermined 
sequence and have a causal relationship. The relationship of these 
steps to one another is one of cumulative knowledge and experience, 
rather than sequential causality. 
Each step facilitates and supports the development of the 
others. In order for the step of confrontation to occur, for example, 
entry is presupposed. Confrontation, however, may not always occur 
at the same chronological point in relationship to entry, nor with the 
same intensity or scope. In order for Creative Questioning to occur, 
individuals must acquire a certain amount of experience, knowledge, 
and exposure to the new culture. Creative Questioning behavior may 
take place in either previous or following steps in the overall 
process. In addition, a particular experience or event may cause 
regression into a previous step. The relationship between steps in 
this model resembles the one of the stages of ethnicity described by 
Banks (1987) and explored in detail in Chapter II of this 
dissertation. 
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The exact sequence and intensity of impact of each step may 
vary from person to person. Furthermore, an individual may 
negotiate several of these steps simultaneously, although one may 
predominate. 
In addition, a person may be at one step in relation to some of 
his/her values, and at a different step with others. The importance 
or current priority of these values or behaviors will usually 
determine the step which each individual experiences. The steps 
are, therefore, tools to assist people in identifying and articulating 
the series of issues involved in cross-cultural transition, rather 
than pedictors of this process. 
There is a clear time element involved in cross-cultural 
transition. One begins experiencing cross-cultural transition at a 
certain point in time, and moves through a series of experiential 
states, ranging from separation and anticipation, through an 
unsettling and unfreezing of old cultural material and behaviors, and 
finally, to some degree of integration of the two contexts. As the 
new cultural context interacts with the old, the amount of time 
spent in the new context is a very important factor in the process. 
It allows messages from the new context to be repeatedly 
reinforced, providing the opportunity to experiment with new coping 
skills and behavior, and allowing the development of maturity or 
familiarity to take place within the new cultural context and the 
newly integrated self concept and perspective. Time is a crucial 
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factor in the process of cross-cultural transition, but it does not 
determine the specific issues to be explored, nor the manner or 
sequence in which they are resolved and integrated. 
The model is based on several assumptions: 
1. Cross-cultural transition is a process of change which must 
be described in dynamic rather than static terms. This 
process, once set in motion, evolves in a cyclical rather 
than linear fashion. It begins with the impact of a new 
cultural context on the experience of an individual. Its 
experiential cycle culminates with a synergistic, cognitive 
and affective integration, of diverse contexts, within the 
perspective and behavior of an individual. The stage of 
integration does not mark the end of cross-cultural 
transition, but only the completion of one cycle. The 
process continues with the individual renegotiating other 
value dichotomies or even the same ones on a deeper or 
more comprehensive level. 
2. While in cross-cultural transition, an individual accustomed 
to being a functioning member of one cultural context 
experiences some loss of the ability to function. This 
degree of function loss depends on several factors, such as 
personality, readiness, age, gender, degree of contextual 
dissimilarity, and others. During this process, a person 
experiences varying degrees of stress. This stress may be 
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so intense as to cause dysfunctional behavior and possibly 
illness. 
3. A preventive approach to cross-cultural transition, 
particularly preparation, is the most effective intervention. 
By providing the individual with sufficient information 
about the new culture, and about the transition process, 
along with assistance in articulating and working through 
the losses involved, and the provision of support systems 
within the relocation process, one can ease some of the 
stress inherent in this process. Most persons learn about 
cross-cultural transition by finding themselves in the 
midst of the experience and struggling to resolve the 
conflicts they encounter. This process is somewhat limited 
in that it places the individual in a reactive rather than 
proactive stance. A preventive approach helps articulate 
both the content of the experience, i.e., the values, customs, 
beliefs, etc. of the previously acquired cultural context 
with those of the new one, along with the process of cross- 
cultural transition prior to and during its occurrence. This 
approach maximizes the learnings and provides important 
tools to deal with this experience. 
4. The process of cross-cultural transition may be applicable 
to many aspects of the life where transitional dynamics and 
stress may occur without actually coming in contact with 
another culture,i.e.: 
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a. Psychological: as one experiences reduced effectiveness 
in coping with everyday life situations. 
b. Socio/cultural: as one attempts to relate to social roles, 
groups, institutions, regulatory and support systems, 
customs, and values guided and organized by different 
rules. 
c. Economic; as one negotiates with different sources, 
currency values, and standards of living. 
d. Environmental: as one relocates in an environment with 
different resources and climate. 
e. Value-clash: when one relocates from one region to 
another or affiliates with groups having different value 
and behavioral perspectives within the same country. 
5. There are several factors which may influence the intensity 
of the experience and degree of stress. 




3. Education level. 
4. Level of responsibility in the relocating 
family or group. 
5. Previous experience in negotiating with 
systems and other cultures. 
b. Contextual factors: 
1. Degree of discontinuity between the known 
and the unknown culture. 
2. Degree of pressure to assimilate to the 
known and new culture. 
3. Degree of receptivity in the new culture of 
the racial,cultural, linguistic, social, and 
behavioral makeup of the entering individual 
or group. 
4. Degree of discrepancy between goals and 
expectations developed prior to entry and the 
realities of the new situation. 
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5. Th© dsgr©© of loss involvod in th© transition. 
Th© s©ns© of loss vari©s d©p©nding on th© 
motiv© for rolocation. Th© d©gr©© of str©ss 
accompanying a voluntary and positively 
regarded change is not as great as th© loss in 
an involuntary and imposed cross-cultural 
transition. 
6. This model stresses the adaptation and 
learning which can be achieved in cross- 
cultural transition. However, learning and 
adaptation are by no means the only possible 
outcomes of this process. Both individuals 
and groups may be unsuccessful in resolving 
the tensions and conflicts of cross-culture 
transition. The results of such an experience 
are quite difficult and may lead to a sense of 
hopelessness or helplessness as individuals 
or groups are unable to regain balance and an 
acceptable level of functioning. 
7. The model is also applicable to individuals 
reentering their original cultural context. 
Reentering one's own culture may be equally 
and, at times, more disturbing an experience 
than entering a unknown culture. Individuals 
undergoing cross-cultural transition 
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triggered by reentry will experience the same 
stresses and adaptation process described by 
the model. 
Steps of Cross-Cultural Transition 
1. Entry 
This is the initial step of cross-cultural transition. It begins 
with the awareness that there is an impending change, and includes 
the period of time immediately following relocation. The person is 
in the known cultural context and behaves according to its 
expectations and demands. He or she may have feelings of anxiety, 
uncertainty, and some degree of excitement with the anticipation of 
a significant new experience. One also experiences sadness and 
loss, and may engage in termination behavior such as denial, 
procrastination, and a need to touch and preserve relationships, 
memories and roots. In this step one is most likely to reexamine and 
redefine significant relationships and to mourn the ones that would 
be ending. 
One major need in this phase is to resolve the instrumental and 
logistical problems of relocation. Relocating individuals and groups 
expend a great deal of energy planning and arranging for travel, 
housing, employment, education, income, legal papers, contact 
persons immunizations, etc. 
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Although in most cases the focus of the activities and 
attention is on the relocating aspects of transition, during this time 
great gains can be achieved by focusing on the experiential issues 
involved in this step and in the ones to follow. 
Interventions: Prevention 
It is clear that in most relocation situations there are very 
few skilled human resources available to assist individuals with the 
issues of cross-cultural transition. During this time, however, 
preventive measures may have great influence in ensuring the 
success of the cross-cultural transition experience. The major 
suggested interventions, for this step, are listed below: 
Before Relocation 
1. Before leaving the known cultural context, an individual 
should have access to information about the culture of 
destination. This information must include specifics about 
the life situation the individual will be entering. It is 
important to establish a realistic informational base so 
that the element of surprise will be within manageable 
limits. 
2. Another important and frequently ignored support in cross- 
cultural transition is to provide the individual with 
assistance and information with which to articulate the 
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known cultural context. Most often members of a culture 
have no need to clearly spell out the intricate details of 
their own culture until they are confronted with another. 
Having a clear picture of one's cultural perspective is of 
vital importance, however, if one is to successfully 
negotiate a cross-cultural existence. 
3. It is very important that the expectations an individual 
forms about the new culture and the cross-cultural 
transition process are realistic and appropriate. It is 
crucial to address the emotional pressures and stresses 
which lie ahead, and to familiarize the individual with the 
entire process of cross-cultural transition and its steps. 
Special emphasis should be placed on the confrontation step 
and its emotional implications. 
4. Assistance with each aspect of the relocation activities 
must be a part of the intervention plan during this step. In 
addition to other relocation areas, special medical and 
health issues must be addressed, and sources of assistance 
identified. 
After Relocation 
1. Assistance in sustaining natural support systems and 
connecting with new ones should be provided at this time. 
Individuals will need to relate to social systems and to be 
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part of activities similar to those of their culture of origin. 
Such systems may include religious affiliations, health¬ 
care systems, and relationships with others who belong to 
or have knowledge of the culture. 
2. Soon after relocation, assistance should be provided in 
reexamining and reality testing the expectations of the 
relocating individuals about their experience of the entry 
process. 
3. Translating, in cross-cultural terms, the purpose, function, 
and role of each institution in the new culture must be part 
of the intervention activities in this step and should 
continue throughout the transition process. Although 
individuals may be under the impression that they 
understand the educational, legal, police, health and other 
institutions of the new culture, in fact there may be vast 
differences in the role and function these institutions have. 
In order to provide this assistance to a relocating 
individual, it is important to understand the role and 
function of institutions in both cultural contexts. 
4. Examination of value differences between the two cultures 
and the behavioral implications of these differences must 
also begin in the entry step and continue in other steps of 
the transition process. 
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2. Confrontation 
This step is the one most commonly referred to in the 
literature as culture shock. It is the time during which the new 
context significantly impacts individuals. The impact is 
sufficiently powerful to affect one’s emotions, and to cause some 
degree of unfreezing and renegotiating of previously acquired and 
familiar values and behavioral responses. Not all individuals 
experience this step of transition with the same severity. Nor does 
this step necessarily affect all major aspects of one's self concept. 
In some instances, especially when the differences of the new 
context do not pose a contradiction, but a modification of values and 
behavior, the step of confrontation is experienced as a challenge or 
new learning. In this instance, the differences merely question one's 
perspective rather than negating one's self-concept. 
When the differences contradict or negate one's perspective 
and self-concept, however, the confrontation step can be a very 
disturbing experience. Individuals may feel a high level of anxiety, 
confusion, and disorientation. The ability to trust one's self and 
others may be greatly diminished as the person finds that knowledge 
and skills previously adequate for problem solving are insufficient 
in the new environment. Furthermore, human resources in the new 
environment are operating from a different vantage point. Thus, one 
can rely on neither for assistance, clarification, or direction. 
Individuals describing their experience of the confrontation step use 
phrases such as: I felt disoriented and totally dependent; I felt 
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isolated and could not really trust people; I felt really crazy; I felt 
as though there was no ground on which to stand; I felt terribly 
embarrassed and did not want anyone to know what was happening to 
me. They paint a picture of themselves as persons who are passive 
recipients of life, rather than active participants. They see 
themselves as increasingly losing control of their behavior and 
perspective. The new cultural context responds to their coping 
behavior in a manner which renders it ineffective; coping responses 
which have been effective in previous situations now elicit 
incongruous results. 
Usually people initially intensify their efforts to resolve the 
discrepancies they encounter. Their interventions, however, 
continue to be responded to as inappropriate, inadequate, or 
irrelevant, despite the increased effort. This effort and energy 
invested in crisis intervention and problem solving produces 
increased frustration rather than resolution. Often this process 
reduces intervention attempts within the new context. Individuals 
assume a more passive stance that they feel is appropriate, and 
perceive themselves as less capable of engaging in meaningful and 
self-directed relationships. Their self-esteem and self-concept are 
diminished. 
Individuals in the Confrontation step describe themselves as 
being highly emotional, intense, vulnerable, and erratic. These 
feelings are reflected in their relationships with others. They 
usually report uneven relationship patterns. They experience a need 
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for help, and become quite attached to those who seem to respond to 
them positively. The slightest disagreement or tension in those 
relationships, however, has a major impact and results in 
withdrawal or conflict. The need to test others is much greater as 
they perceive the social environment as hostile rather than 
accepting of themselves. 
Those who successfully negotiate this step report a gradual 
lessening of stress. This relief comes about as they acquire 
sufficient experience in the new environment and are able to achieve 
some success in dealing with problems: 
Interventions: Crisis Intervention 
1. Effective support from others in the new context seems to 
be crucial in this process. This support initially involves 
companionship and empathy, and later giving information 
about expectations and demands of the new environment. 
This sequence is important, as most individuals in the 
Confrontation step are unable initially to respond 
cognitively to the input of the new context. Most often they 
cannot effectively process information about differences, 
while still feeling threatened by them. 
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2. Information which seems to be helpful at this point of the 
cross-cultural transition process is about the process 
itself, i.e., individuals report feeling relieved once they are 
able to perceive this crisis as simply a part of the 
adaptation process. Availability of Information about the 
entire process of cross-cultural transition in advance, and 
human resources able to point out the steps of the process 
as one experientially moves through them, seem to be the 
two most crucial factors in successfully completing this 
step. 
3. Assisting one in maintaining contact with the support 
systems identified in the Entry step Is an important 
Intervention in the Confrontation step. The isolation and 
alienation Inherent in this step may be eased by relating to 
others who could serve as role models in the new cultural 
context. 
4. Clarifying the stress points In the Confrontation step, and 
the way they affect one personally, as well as reminding 
one of the transitory nature of this experience. Is another 
significant intervention in this step. 
5. Continuing to translate the new social system and Its 
Institutions In culturally relevant steps which bridge the 
distance between contents must not be overlooked. 
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6. The person providing assistance to individuals in cross- 
cultural transition must maintain contact with them 
through the confrontation step. There will most likely be a 
great deal of testing of the helping relationship on the part 
of the individual in transition. The helper must remain in 
contact regardless of this behavior, which may take the 
form of hostility, acting out, or withdrawal. 
7. It is important that the helper disallow any escalation of 
conflict in the relationship with the individual undergoing 
transition. One must attempt to maintain an even emotional 
tone, without negating the intensity of the feelings of the 
other person. 
3. Either/Or 
As individuals acquire enough experience in the new context 
and begin feeling secure in their ability to negotiate effectively, 
they move on to the Either/Or step of cross-cultural transition. 
During this step, they seem to be able to cognitively and emotionally 
relate to both the old and the new context. They sense these two 
contexts as contradictory, or as existing as polar opposites. They 
are able to articulate and use the behavioral alternatives of both 
contexts, but need to negate one as they identify with the other. 
They can appreciate the meaning and worth of a new value and 
describe the corresponding one in the previous context, but can only 
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see one as valid, i.e., if a woman must be liberated in the new 
context in work and family matters, then women in the previous 
context who did not articulate these needs were either wrong or 
less developed, or vice-versa. 
Most of the energy and focus in this step is directed toward 
understanding and incorporating the alternatives of the new context 
In order to achieve this, most individuals need to temporarily gain 
distance from the previous context in order to avoid the stress 
experienced in the Confrontation step. As they gain knowledge in 
some aspects of the new context, and receive positive feedback and 
success in their interactions, they achieve a sense of security and 
balance. Having just experienced the discomfort of the previous 
step, maintaining this balance becomes extremely important. When 
information from the previous context is interjected, however, the 
balance is threatened, and one of the two options needs to be 
eliminated. 
Individuals in the Either/Or step have some degree of 
knowledge and security about the new context, but do not yet have 
enough experience in it to be able to question its values, demands, 
and expectations. As a result, they also cannot use this new 
information to question the strongly supported values in their 
previous cultural environment. Therefore, they fluctuate from 
becoming identified with either one or the other context: One 
moment I felt it was great to be from my culture, and the next I 
preferred the new one; I could not live in both at the same time. 
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especially when there was a contradiction in values; When I was 
liked, successful and accepted in the new culture, I felt like a new 
person full of joy and hope; When I made a mistake or felt rejected, I 
was only liked by the previous culture and its people. Such 
statements are quite often made by individuals in this step, and 
reflect both a cognitive and emotional fluctuation from one to the 
other context. 
Interventions: Supportive Interventions: 
During this step the relationship between the helper and the 
individual in transition becomes somewhat less stressed. The major 
specific interventions which can be helpful in this step have been 
initiated in the previous steps. They include: 
1. Continuation of the reflection and clarification of the 
similarity and differences in values from both contexts. 
2. Strengthening peer relationships and support. 
3. Strengthening and increasing affiliation and utilization of 
resources in the social systems of the new cultural context. 
4. Assisting the individual in transition with the exploration 
and development of new survival skills, and with 
experimentation with new behavior. 
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4. Creative Questioning 
Having had considerable experience in the new cultural 
context, individuals in transition are now able to creatively question 
both their previous cultural context and the new one. They feel 
confident enough about their ability to survive in the new context, 
and have enough information about it to begin questioning its 
assumptions and experimenting with new behavioral alternatives. 
This new knowledge and behavioral flexibility usually elicits 
positive responses from the new environment, and allows the 
individual a greater range of interaction. 
The sense of security in the new environment also provides a 
vantage point from which to creatively explore the demands and 
expectations of the previous context. Individuals can now allow 
themselves to feel that there were both positive and negative 
aspects in it. They can now more freely explore the loss of having 
left, and the self-concept issues involved in the process of 
transition. They are now capable of exploring and assessing both 
contexts in a creative rather than defensive manner. 
Interventions: Supportive and Probing Interventions 
In this step one has considerable experience in the new 
context, and has achieved some degree of emotional and cognitive 
distance from the previous one. This experience can be used as a 
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base on which new learning is built. The tone and pace of the 
intervention process may become more rigorous without risk. 
Specifically, one can assist the transitioning individual with: 
1. Cultural renegotiation of social roles, identity, and 
affiliation. 
2. Experimentation and practice of new behavior in 
increasingly more threatening situations. 
3. Reflection on the changes and progress achieved as well as 
identification of new areas of learning to be explored. 
5. Both/And 
The creative assessment of the previous step results in 
allowing individuals to articulate clearly their self-concept and 
cultural perspective in both the previous and the new context. They 
are gradually able to perceive both contexts and self-concepts as 
being able to exist fully without negating one another. They can 
understand the values and behavioral alternatives in both of the 
contexts, and can accept them as real. One can be a certain self in 
one culture and another self in a new one. Both options are valid, 
possible, acceptable, and relevant in their own contexts. 
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This ability to perceive both cultural options, however, is still 
unintegrated in the Both/And step. Individuals cannot yet integrate 
both cognitively and emotionally the two contexts or selves. Many 
remain in this step for long periods of time, and some never continue 
their adaptation into the next step. It is quite possible for a person 
to simply not mix the two contexts behaviorally. Individuals 
describe themselves as being able to function quite successfully in 
both cultures without allowing significant behavioral alternatives 
to be transferred from one context to the other. They can develop a 
set of employment options, relationships, world view, and 
behavioral patterns appropriate to each cultural context. They 
rarely let significant people know them as products of both 
contexts, nor do they allow themselves to integrate emotionally the 
demands and expectations of both contexts. They let them coexist 
without merging them, and allow themselves to have separate self- 
concept and behavioral patterns which are applicable to each 
context. 
Interventions: Supportive and Probing Interventions 
The suggested interventions for this step are the same as 
those for the previous one. 
6. Integration: Emotional and Cognitive 
In the integration step, individuals who have sufficiently 
explored the challenges presented in other steps of the cross- 
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cultural transition process are able to integrate their experiences 
from both cultural contexts. Individuals who have achieved this 
level of integration describe themselves as having creatively 
integrated their behavior. They present themselves in both contexts 
as people with a self-concept and behavior representing their cross- 
cultural learnings. They perceive themselves fully sensing and 
tolerating the tensions resulting from confronting two diverse sets 
of behavioral expectations. They feel able to utilize the strengths 
of both cultural contexts in creating a third option which combines 
both. They describe their self-concept as incorporating two full 
experiential and cognitive options, producing appropriate and 
effective behavior in each context. These two options are integrated 
in a broader sense of self which utilizes both and negates neither. 
The experience of this broader sense of self is not tension free, but 
rather utilizes tension to enrich behavior and develop alternatives. 
Interventions: Cross Cultural Maintenance 
This step is a highly rewarding experience for both the helper 
and the individual undergoing transition. The intervention process is 
now one of dialogue, reflection and goal setting for future learnings. 
Specifically, the helper can assist the transitioning individual by: 
1. Providing dialogue and exchange about the entire cross- 
cultural transition process and the new integrated 
perspective and self-concept. 
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2. Helping assess the cross-cultural transition process, 
changes and learnings. 
3. Assisting the person in applying the learnings of this 
process to anticipated transition issues in the future, and 
to other transitional experiences in life. 
4. Providing the person with a sounding board for the 
redefinition and refinement of the new perspective and 
identity. 
5. Assist the person in translating the learnings achieved in 
the cross-cultural transition process to helping skills, in 
order to assist others undergoing the same experiences. 
The above model is based on Adler's (1975) concept of cross- 
cultural transition as a normal process of learning and growth. It 
expands the scope of the concept, however, by adding two crucial 
dimensions. First, it includes in the cross-cultural transition 
process an initial step, prior to actual entry or contact with the new 
culture, which begins with the awareness that such an experience is 
impending. Included in this step are issues of separation from one's 
home culture and relationships, and preparation for entering an 
unknown environment. The model stresses the importance of 
utilizing this time to implement a preventative intervention 
approach which focuses on reducing stress and on laying the 
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knowledge, awareness and skill foundations for a successful 
experience with cross-cultural transition. 
The second dimension is the conceptualization of cross- 
cultural transition as an ongoing and cyclical, rather than a linear, 
process. In this model, cross-cultural transition does not end when 
an individual is capable of functioning in the new culture with 
relative ease. On the contrary, cycles of the process from "entry" to 
"integration" may be experienced in a continuous manner, as 
individuals negotiate and integrate cultural differences in greater 
depth through additional exposure or travel to either or both 
cultures. Each successfully integrated cycle brings about new 
learning and growth. According to this model, awareness and 
knowledge of a cyclical learning process and its implications are 
likely to reduce the stress and anxiety which accompany the 
experience. The data reported by reentering executives, as 
documented by Adler (1981), support this assertion. 
The Experiential Learning Tool 
The experiential learning tool to be described in this section is 
the Somis, Nirions, and Amicans simulation developed by 
interculture, Inc. in 1975. It is included in this dissertation as 
Appendix II. The purpose of the simulation is to expose participants 
to the intra- and interpersonal issues and dynamics involved in the 
cross-cultural transition process. The exercise highlights the types 
of reactions and choices human beings are confronted with when 
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interacting with varying cultural perspectives. It allows the 
participants to develop a series of culture-specific problem solving 
strategies, and to test them against the beliefs, values, behaviors, 
and customs of others. The ultimate resolution of the simulation is 
to arrive at synergistic alternatives which utilize the resources of 
all three cultures without violating any of their values or preferred 
practices. 
The workshop is divided into three parts: 
1. Culture building. 
2. Cross-cultural contact. 
3. Learnings and integration. 
The length of the exercise is a minimum of six hours. It 
requires the assistance of three experienced trainers. The trainers 
used in the workshop presented in this dissertation were chosen for 
their knowledge, skills, and experience in human interaction 
training, group dynamics, clinical and social psychology, 
intercultural interaction, and ethnic and racial awareness training. 
In addition to these areas of knowledge, trainers had extensive 
experience in the use of the Somis, Amicans, and Nirions simulation. 
The workshop begins with a brief introduction during which the 
goals, basic concepts, and schedule of the workshop are explained. 
Following this introduction, the participants are arbitrarily divided 
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into three groups. The groups work separately during the culture 
building session. 
Culture Building 
Each group is given an outline of general cultural 
characteristics. The outlines provide a rudimentary cultural 
framework which contains information regarding the basic values 
and orientation of the culture, attitudes toward children, and 
behavioral characteristics. Each framework has been designed to 
contain similarities and differences with the other two cultures. 
With the assistance of a trainer, the participants build a 
hypothetical culture based on this information. 
When the culture is sufficiently developed, roles are 
designated to those who are chosen or volunteer to function as 
representatives in the role-play. Attention is placed on developing 
communication and behavioral patterns which represent the 
culture's beliefs and practices. 
Cross-Cultural Contact 
The scenario for this session of the workshop can be changed 
to accommodate the needs of each client population for whom the 
exercise is conducted. The scenario given to the participants of this 
workshop was the following; 
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The Setting 
We are living in the country of Somi in a particuiar neighborhood. The majority 
of the peopie in the neighborhood are Somis, but there are aiso a iarge number of 
Amicans (originaily from the country of Arnica), and Nirions (originaiiy from the 
country of Niro). 
All our children go to LC.S. (the Local Community School) at which there is a 
small bilingual component. The principal of L.C.S. (A Somi) has noted that there 
have been a lot of disciplinary problems in the school. He has asked the President 
of the Parent Advisory Council (a Somi) to set up a task force made up of parent 
and teacher representatives from the three groups to discuss the issues and make 
recommendations. The principal would like these recommendations to be 
agreeable to all three groups. (Interculture, Inc., 1975, p. 2.) 
The cross-cultural contact session evolves around a role play 
of a meeting among school officials and parents representing each 
culture. The purpose of this meeting is to discuss the problems of 
discipline and academic performance mentioned in the above 
scenario. The Somis who run the school have called and structured 
the meeting. 
The interaction and communication dynamics in the meeting 
are complicated by the differing cultural perspectives of the 
participants. The conflicts and difficulties encountered must be 
worked through for the task to be accomplished. The meeting is 
often interrupted by caucuses called by one of the cultures, during 
which representatives can discuss their process, and strategy 
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options, and receive feedback and support. The session ends either 
by arriving at a synergistic solution to the problems facing the 
group or by the trainers' intervention. 
Learnings and Integration 
During this part of the workshop, the participants work 
together as one group and reflect on the overall experience to 
promote an integration of the concepts and learnings elicited by the 
intervention. One of the trainers is primarily responsible for 
facilitating the discussion. The session is divided into the 
following sequential steps: 
1. Reporting and listing the reactions, impressions, and 
stereotypes each culture has formed about the others. 
Cultures are asked not to respond to the feedback. 
2. Sharing the details of each hypothetical culture. 
3. Exploring cultural misperceptions and stereotypes across 
the three cultures. 
4. Exploring and analyzing the conflict and conflict resolution 
issues and dynamics of the simulation. 
5. Exploring the intra- and intergroup closeness/distance 
issues and dynamics. 
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6. Exploring the intra- and interpersonal closeness/dlstance 
issues and dynamics between participants in each culture. 
7. Exploring additional synergistic conflict resolution 
alternatives and strategies. 
8. Applying the experience to the concept of cross-cultural 
transition. 
9. Listing of learnings. 
The above exercise is based on the following definition of 
culture: 
Culture is a dynamic process of change by which a specific group of people arrive 
at shared patterns for solving problems of survival and of coping with their 
physical, social, and spiritual environment. Culture develops within a context of 
space and time and is transmitted to its new members also within a context of 
space and time (interculture, Inc., 1972) 
Accordingly, the cultural framework for each of the three 
hypothetical cultures contains environmental, social, and spiritual 
elements. 
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The exercise included in this study differs from other 
experiential training tools on this topic in three important ways. It 
utilizes a minimal amount of structure and predesigned material in 
order to maximize the involvement of participants in all aspects of 
the experience. This feature provides participants with an 
opportunity to confront their own behavior and feelings, rather than 
attributing to the exercise the difficulties they encounter in 
negotiating cross-cultural differences. 
The simulation includes three rather than two interacting 
cultures. This triad mandates a three-way exploration of issues, 
dynamics, and alternatives. Thus, it fosters a synergistic approach 
by steering participants away from bipolar and dichotomous conflict 
resolution strategies. Synergy in intercultural interaction is 
perhaps the most important skill to impart to professionals in this 
field. It is by this process that they learn to arrive at new 
alternatives, born out of the creative exploration and synthesis of 
unknown cultural elements without violating the cultural 
perspectives involved. 
Finally, the workshop is based on a conceptual model which 
provides a framework for understanding the overall cross-cultural 
transition process, rather than focusing only on particular aspects. 
It allows participants to have both a hands-on experience of the 
cross-cultural transition process as a whole, and to focus on 
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specific steps, issues, and dimensions of this process based on their 





The consensus of major contributors to the field of inter- 
cultural education training and research is that the central concept 
in this field is that of culture itself. There is an abundance of 
definitions of this concept with varying degrees of emphasis on its 
different aspects or elements. 
The cornerstone of a systematic and interdisciplinary review 
of the diversity of perspectives on culture is the book Culture: A 
Critical Review of Concepts and Definitions (Kroeber & Kluckhohn, 
1952). In this exhaustive research project, the authors traced the 
history of the concept, and catalogued and analyzed more than one 
hundred statements and definitions of culture. 
They credit the first use of the term "culture" in English to 
Tylor, who used the word culture in his Researches (1865). 
According to Kroeber & and Kluckhohn, (1952) in the same book Tylor 
said that he was greatly influenced by the work of German 
anthropologist Gustav E. Klemm (1802-67), who in 1843 published 
the first of his ten volumes of Allaemeine Culturaechichte der 
Menscheit. which was completed in 1852. Later, in 1854 and 1855, 
he published in two volumes his Allaemeine Culturwissenschaft. Of 
these works, the first is a history of culture; the second a science 
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of it. The purpose of his 1843 work is to represent the development 
of mankind as an entity. In the same volume Klemm states that 
"Voltaire...first put aside dynasties, king lists, and battles, and 
sought what is essential in history, namely culture, as it is 
manifest in customs, in beliefs, and in forms of government" 
(Klemm, cited in Kroeber & Kluckhohn, 1952, p. 10) 
Thus those who laid the cornerstones of the field known today 
as intercultural communication turned their focus away from 
history in the traditional sense. Instead they undertook the quest of 
arriving at concepts which could represent the human aspects of the 
development of life on the planet as they were manifested in the life 
patterns of the various human groupings. 
Kroeber & Kluckhohn's (1952) work documents the evolution of 
culture as a concept from its early stages of development to the 
decade of the 1950s. After conducting an exhaustive research, 
analysis and documentation of the definitions used by the various 
fields which dealt with this concept, they offered perhaps the most 
comprehensive definition of culture ever developed: 
Culture consists of patterns, explicit and implicit, and of behavior acquired and 
transmitted by symbols, constituting the distinctive achievement of human 
groups, including their embodiments in artifacts: the essential core of culture 
consists of traditions (i.e., historically derived and selected), ideas and 
especially their attached values; culture systems may, on the one hand, be 
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considered as products of action, on the other as conditioning elements of further 
action (p. 357). 
Since that time, numerous writers in all disciplines concerned 
with intercultural human interaction have defined this concept, each 
emphasizing varying aspects of culture according to their needs and 
scope. The concept is at the core of disciplines concerned with 
interaction on the international as well as the national arenas. The 
very effort to define and include the dimension of culture in the 
conceptual framework of so many disciplines attests to its 
importance and centrality in human interaction. 
Examples of such definitions used today by some disciplines 
can provide a bird's-eye view of the breadth of the concept, as well 
as give a sense of the varied emphases placed on it in the inter¬ 
disciplinary arena of intercultural interaction. Definitions of 
culture from the fields of education, cross-cultural training, special 
education, cross-cultural counseling, management and 
organizational development, and human services are presented below 
to demonstrate the varied ways in which the concept is modified and 
related to the subject matter of these disciplines 
Education 
In the United States the field of education has made extensive 
use of the concept in dealing with the background or contextual 
issues and factors brought to the classrooms by students from 
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diverse cultural background. The implications of such diversity for 
learning and classroom behavior are a serious concern for 
multicultural, multiethnic and bilingual educators in the nation's 
schools. They are also of great concern for educators on the 
postsecondary educational level who prepare international and 
culturally diverse students from the U.S. to function professionally 
in the intercultural arena in this country as well as abroad. 
Banks (1987), an educator in the United States, who has played 
a major role in the field of multicultural or, as he prefers, 
multiethnic education, examines culture as it relates to ethnicity. 
He uses "ethnicity" or "ethnic group" as the central concept in his 
work, defining it as a group of individuals who share a sense of 
group identification, a common set of values, political and economic 
interests, behavioral patterns, and other culture elements that 
differ from those of other groups within a society. 
Culture is a key concept in cultural anthropology. It is an essential concept in 
ethnic studies because an ethnic group is a type of cultural group. Culture 
consists of the behavior patterns, symbols, institutions, values, and other 
human-made components of society. It is the unique achievement of a human 
group that distinguishes it from other groups. Even though cultures are in many 
ways similar, a particular culture constitutes a unique whole (p.60). 
Banks is concerned with developing a concept which will 
facilitate the learning and growth of students from varied ethnic 
and racial backgrounds. By systematically describing ethnic and 
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interethnic factors and relationships in human behavior, he has 
provided the field with useful information for understanding the 
needs and rich resources of a diverse student population. 
Cross-Cultural Training 
Pusch (1981) explored general principles, training approaches, 
and techniques for teachers and educators. Her purpose was to 
provide the perspective and tools of the intercultural 
communications training profession to educators. Accordingly, her 
definition of culture emphasized the human interaction aspects of 
the concept. This is the type of definition most commonly used in 
the field of intercultural education training and research. 
Culture is the sum total of ways of living, including values, beliefs, esthetic 
standards, linguistic expression, patterns of thinking, behavioral norms, and 
styles of communication which a group of people has developed to assure its 
survival in a particular physical and human environment. Culture is not static. 
Culture is the response of a group of human beings to the valid and particular 
needs of its members. It, therefore, has an inherent logic and an essential 
balance between positive and negative dimensions (p. 3). 
Special Education 
Culture as a concept is of vital importance in the field of 
Special Education. It is in this field that behavioral, learning, and 
performance differences stemming from a difference in cultural 
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context must be correctly identified and interpreted in order for 
sound diagnosis, educational planning, and instructional strategies 
to be established. The question of whether certain behavioral 
patterns represent culturally based preferences or "special needs" is 
the first to be addressed when working with students of diverse 
culture backgrounds. Language is a crucial factor in all aspects of 
this process. 
Baca has been a pioneer author in systematizing and 
highlighting the basic legal and professional promises for 
Bilingual/Multicultural Special Education. Baca does not directly 
define culture. The central focus of his work is language and 
bilingualism. He very definitely sees culture as the context within 
which all behavior is learned. 
At the center of the bilingual education movement stands the conviction that the 
best way to develop the most enduring strength for this country is through the 
preservation of the best of the varied contributing cultures that make up this 
Nation instead of seeking to reduce cultures to a monochromatic, homogeneous 
amalgam... Cultural differences in what is acceptable behavior in given 
situations and in what and how children are instructed vary considerably from 
culture to culture. The common identification of a learning disability is a 
significant discrepancy between ability and achievement and, as these are usually 
assessed with reference to English language instruments and Anglo-American 
cultural expectations, there may be some legitimate questions raised about what 
this term means in regard to the culturally and linguistically different child 
(Baca & Cervantes, 1984, pp. 25, 249). 
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Cross-Cultural CQun.qftiing 
In the field of Cross-Cultural Counseling, several varying 
perspectives exist regarding culture and its effects on human 
behavior. The field, which is still emerging, emphasizes 
intercultural relevance in the counseling relationship and avoidance 
of interpretation of the client's reality strictly from the 
perspective of the majority or dominant culture to which the 
therapist usually belongs. However, according to Pedersen, the 
literature is polarized into two opposing perspectives about the 
relationship of culture to personality. Despite this polarization, the 
elements of culture emphasized are the same for both groups: 
attitudes, values, and assumptions as determinants of behavior. 
One position takes the view that there is a fixed state of mental health where 
observation is obscured by cultural distortions and which relates cultural 
behaviors to some universal or ethnic definition of acceptable behavior. This 
position assumes there is a single, universal definition of mental health, 
whatever the person's origin. A contrasting position views intercultural 
differences as clues to divergent attitudes, values, and assumptions that 
differentiate one culture from another in a relativist framework based on ethnic 
perspectives (Pedersen, Draguns, Lonner, & Trimble, 1981, p. 23). 
Management and Organizational Developmenl 
The two related fields of management and organizational 
development have been concerned about cultural diversity. 
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especially during the past ten years. There is no single dominant 
definition or conceptualization of culture in this area, but, as in 
other fields, there are clear trends of emphasis. Deal and Kennedy 
(1982) take the position that each corporation or business has a 
culture which governs its operations, the actions of its people and 
the general evolution of the organization. They stress the 
importance of articulating the corporate culture of each 
organization and of actively supporting its survival and progress. 
A strong culture is a system of informal rules that spell out how people are to 
behave most of the time... 
A strong culture enables people to feel better about what they do, so they are 
more likely to work harder.(p.16). 
They use the definition offered in Webster's New Collegiate 
Dictionary in conceptualizing culture. 
Culture is the integrated pattern of human behavior that includes thought, 
speech, action and artifacts and depends on man’s capacity for learning and 
transmitting knowledge to succeeding generations (Deal and Kennedy, 1984, 
(p. 4). 
In addition to this definition they further specify several 
elements of culture which they feel are of importance in exploring 
corporate culture. 
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1. Business Environment: The environment in which a 
company operates determines what it must do to succeed. 
This environment is the single strongest influence in 
shaping the culture of a company. 
2. Values: The basic beliefs and concepts of an 
organization; they form the heart of the corporate culture. 
3. Heroes: The members of an organization which personify 
the corporate culture's values and as such provide 
concrete role models for employees to follow. 
4. The Rites and Rituals: The company's daily life, its 
systematic and programmed routines. In their ordinary, 
every day manifestations they demonstrate to the 
employees what behavior is expected of them. In their 
more extravagant or ceremonial manifestations, they 
exemplify what the company stands for. 
5. The Cultural Network: It is the primary and informal 
communication system within an organization which 
carries the corporate values and heroic mythology to its 
members (p. 15). 
The most comprehensive exploration of culture as it relates to 
the structure and operations of an organization, in the current 
literature, is the one presented by Schein (1985): 
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Culture is a pattern of basic assumptions invented, discovered, or developed by a 
given group as it learns to cope with its problems of external adaptation and 
internal integration-that has worked well enough to be considered valid and, 
therefore, to be taught to new members as the correct way to perceive, think and 
feel in relation to these problems (p. 9). 
Schein (1985) also refers to various cultural elements, i.e., 
the physical environment, rules of interaction, basic values, which 
are seen as the ideology and philosophy of an organization, and the 
underlying conceptual categories and assumptions that facilitate 
daily interaction. An important aspect of his conceptualization of 
culture specifies three levels of culture, ranging from the essence 
of culture to its visible level. 
Level 1: Artifacts. They are the most visible level of culture. 
They include technology, art, and visible and audible behavior. 
This level though visible is often indecipherable. One needs to 
understand the meaning of these from the perspective of the 
culture in which they were developed. 
Level 2: Values. The sense of what ought to be as distinct 
from what is which is defined by a group in time. They are 
testable only by social consensus. There is a level of 
awareness of these in the culture. 
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Level 3; Basic Assumptions. They pertain to certain 
dimensions of culture, i.e., relationship to environment, nature 
of reality, time and space, nature of human nature, nature of 
human activity, and nature of human relationships. Basic 
assumptions are taken for granted, they are invisible and 
preconscious (p. 17.). 
Human Services 
Green (1982) presents a concept of culture which adds to a 
new dimension to those previously mentioned. He prefers a 
definition which conceptualizes culture as made up of those things 
which are of relevance to communication across some kind of social 
boundary. He believes that this type of definition can be more 
precise, and that it can suggest where we should look in order to 
find cultural differences. He suggests that at the moment of 
communication certain characteristics of the background and 
experiences of people involved are more important than others; 
One could argue, for instance, that in cross-cultural relationships, culture can 
be thought of as those elements of a people's history, tradition, values, and social 
organization that become implicitly or explicitly meaningful to the participants 
during an encounter (p. 7). 
The above definition strongly supports the notion that culture 
is not a static concept but rather a dynamic one. If implicit and 





for defining culture, it follows that cultural similarities and 
I especially differences, as experienced by interacting human beings, 
i define "culture" for one another. A human being is, therefore, more 
I likely to identify and experience a broader sense of her/himself by 
interaction with others from diverse cultural backgrounds. The last 
two dimensions in the concept of culture, namely its dynamic rather 
j static nature and its definition by implicit and explicit meaning 
arriv6d at by int©raction ar© crucial in this dissertation. 
Th© definition of culture used in this study, and which was 
t 
i presented in the first chapter of this dissertation encompasses core 
I elements of the definitions included in this section of the literature 
review. The last two dimensions are at the core of the concept as 
described in this definition. 
Intercultural Communication 
! A second major concept explored in this dissertation is the one 
of intercultural communication. Communication is the process by 
which human beings express and receive messages which they 
construct into meaning in the process of interaction with one 
another. This dissertation focuses on a specific aspect of human 
interaction, namely cross-cultural transition. Understanding the 
communication aspects of cross-cultural transition is central to 
understanding the concept itself, and to designing training programs 
in this area. Secondly, it is crucial to identifying and transmitting 
to professionals the major conceptual and experiential factors and 
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mechanisms of sending and receiving accurate messages in order 
that they may be communicated effectively between cultures. 
There seems to be a general agreement among specialists in 
the field of intercultural communication today that intercultural 
communication is a subdivision of the larger field of communication. 
The Action Caucus and Seminar on Theoretic Perspectives in 
Intercultural Communication, held at the 1980 Speech 
Communication Association convention in New York City, was the 
first formal attempt to provide a firm base for continuing study in 
this field. 
Early studies in the field consisted primarily of subjective 
accounts of experiences and impressions based on short term 
contact with other cultures or travel. Some of these studies were 
descriptions of personal insights of individuals working and 
traveling to other cultures. Others were the result of questionnaire 
surveys based on small samples which provided general conclusions 
about culture or patterns of communication. 
During the second half of the 70s, studies in the field began 
reflecting more sophisticated research designs which could be used 
to formulate basic concepts about the nature of cross-cultural 
communication (Gudykunst, 1983, p. 46). 
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In the Action Caucus and Seminar on Theoretical Perspectives 
in Intercultural Communication there seemed to be a Qeneral 
agreement that 
1. Intercultural communication is an extension of the study of 
communication phenomena, generally. 
2. The uniqueness of intercultural communication as a field of 
study lies in its focus on the cultural factors that impede 
communication among or between persons or groups of 
different cultures. 
3. Major theoretical perspectives that underlie the study of 
communication can provide fruitful directions to guide the 
study and the practice of intercultural communication 
(Gudykunst, 1983, p. 46). 
The Caucus identified eight models or theories that the inter¬ 
cultural communication scholars are currently using; 
1. Codes and code systems 
2. Constructivism 
3. Different philosophical perspectives 
4. Mathematical modeling 
5. Relationship development 
6. Rhetorical theory 
7. Rules perspective 
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8. Systems theory 
9. Alternative approaches 
A group of preassigned participants in each category met 
together for a day and a half, concentrating on the relationship of 
intercultural communication to each of these eight different 
perspectives. A seminar followed, involving only the leaders of each 
group session. The seminar served as a mechanism for synthesizing 
key issues and ideas generated in each of the sessions. 
A summary of their collective contributions revealed that all 
perspectives placed high value on studying intercultural 
communication in natural settings: all recognized language as the 
central issue in the sense of code systems in the study of 
intercultural communication; all were implicitly or explicitly 
concerned with physical, social and psychological contexts; varied 
emphasis was given to the psychological and to the sociological 
aspects of communication, but the interdependence of both was 
accepted by all perspectives. Generally, it was felt that this 
exchange should and would continue and that the benefit from an 
exchange among such diverse but parallel perspectives will expand 
our understanding of intercultural communication (p. 59). 
Though the general belief in the Caucus was that the eight 
theoretical perspectives could further enhance the theoretical 
development of intercultural communication as a field of study. 
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there are those who believe that the reverse is true. Singer (1987) 
states the following: 
I d like to ... argue that since all human communication is at least to some degree 
intercultural, the study of intercultural communication.can provide fruitful 
direction to guide the study of human communication... . I am absolutely 
convinced that many people in the general field of human communication simply 
have not been perceiving the problem from the most useful perspective, and once 
they do, great strides in the study of communication will be made (p. 68). 
A key concept in Singer's work is the one of perception. It can 
be said that Singer's definition of perception is synonymous to the 
general notion of culture. He accepts the position of the noted 
linguist Benjamin Lee Whorf, who states: 
We are thus introduced to a new principle of relativity, which holds that all 
observers are not led by the same physical evidence to the same picture of the 
universe, unless their linguistic backgrounds are similar, or can in some way be 
calculated (Whorf, cited in Singer, 1987, p. 5). 
Singer sees the relationship between culture and language as 
an even closer one: 
I would go a step further and substitute the word cultural for the word 
linguistic... . Every culture has its own language code, to be sure, but language is 
the manifestation—verbal or otherwise--of the perceptions, attitudes, values, 
beliefs, and disbelief systems that the group holds. Language, once established. 
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further constrains the individual to perceive in certain ways, but I would argue 
that language is merely one of the ways in which groups maintain and reinforce 
similarity of perception., (p. 5). 
Singer goes on to discuss several factors which affect culture 
or perception. He cites physical, environmental, and learned 
determinants, attitudes and values, and belief systems as the forces 
which shape the way humans perceive. In this regard, he is in 
agreement with current theoretical trends in the field, as previously 
reviewed. 
In Singer's own model of intercultural communication, the 
basic unit of analysis is the individual. He believes that all 
communication is goal-oriented. The purpose of an individual who 
wishes to communicate is to send a message in order to achieve a 
goal, which may be simple or quite complicated. 
He sees communication as a process of interaction with the 
environment. An individual is in constant communication with the 
environment through feedback. This interaction goes on throughout 
one's life. His model includes a very detailed account of the crucial 
dimensions of the process of communication. Singer believes that 
the process of communication is the same whether one considers 
intra- or interpersonal or intra- or international communication. 
The specifics of how the process operates change as the actors and 
settings do, but the process itself remains constant. The process of 
communication consists of the following elements: 
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1. Senders and Receivers. Individuals are both senders and 
receivers of messages at all times in the process of 
communication. Even as people are talking they are picking 
up messages other people may be sending as well as other 
messages from the environment. Humans are engaged in 
communication one hundred percent of their time, day or 
night. The sending and receiving dimensions of the 
communication processes are so closely linked to each 
other that it can be argued that they should not be 
separated, but rather regarded as one. 
2. Messages. They are, in the strict sense of communication, 
any stimuli that can be perceived by the nerve endings of 
our sensory receptors. As stimuli they have no meaning. 
Meaning is attributed to them. Humans attend to such 
stimuli at all times. Most of the stimuli are from nonhuman 
and internal sources. 
a. Nonhuman messages. These constitute, by far, the 
largest number of messages humans receive each day. 
They are picked up constantly by our sensory receptors. 
We may be picking up these messages without being 
aware of them, but we are always receiving them. 
b. Human messages, verbal and nonverbal. Humans are 
constantly sending out a multitude of simultaneous 
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messages. The vast majority of the messages we send 
out are nonverbal. We are communicating so many 
messages at the same time that it is difficult, in the 
extreme, to know which ones should be attended to. 
c. Subliminal messages. These are messages "beneath the 
threshold, or line of awareness." They constitute vast 
numbers of messages we send and receive without being 
aware that anything is being communicated. 
d. Sensory receptors. They are the body mechanisms that 
allow us to receive the information from the external 
environment. 
e. Decision making. A decision needs to be made about 
every morsel of information we pick up from the 
environment. These decisions specify whether it will 
enter our conscious mind, remain subconscious, be 
totally ignored, stored, or acted upon immediately, and in 
what way. A number of processes are at play in each of 
these decisions. It should be kept in mind that they are 
occurring simultaneously and at an extremely rapid rate 
of speed. 
f. Censor screens. One cannot attend to all the stimuli one 
receives from the environment. We tend to pick out the 
ones that are important and salient to us, regardless of 
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their intensity. The first set of decisions our brain must 
make is what to focus on and what to block out. Our 
censor screens take care of that process. 
g. Decoding. This is the process by which a human checks 
her or his stored repertoire of information to determine 
the meaning she or he has learned to ascribe to each 
symbol. 
h. Data-storage bank. The data-storage bank in the human 
mind is the "world's most complex, sophisticated and 
fastest information storage and retrieval system" (p. 
101). It contains information about what we know and 
feel, and information about how to go about learning 
what we don't yet know. 
i. Superego screen. The screen we impose between the 
instinctive reaction to a stimulus and the actual decision 
we allow ourselves to make. Singer calls this screen the 
superego because it contains the consensus of our 
identity group about what is expected and acceptable. 
j. Encoding. This is the process by which one makes a 
decision about what symbols to use in order to send a 
message. Normally this decision is based largely on 
what we believe are the codes the other person will 
understand. 
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k. Transmitter. The entire body of an individual is a 
transmitter of messages. To the degree that we can use 
all or most of our transmitters we can be more effective 
in getting our message across. 
l. Conscious messages. These are the verbal and nonverbal 
messages we consciously choose to send. The major 
limitations on how we send these messages are 
constraints of each situation; distances, numbers of 
people to whom they are sent, their attitude toward us, 
the context in which they are sent, and the limits of 
one's imagination. 
m. Involuntary messages. These are the messages we send 
which we cannot control, i.e., laughter and crying. 
However, the group in which we are socialized defines 
appropriate behavior regarding these messages in each 
situation. 
n. Subconscious messages. All the messages we send 
without being aware that we are sending them. 
0. Channels of communication. All messages are sent over 
a channel, i.e., the air, airwaves, written 
communication, etc. Without a channel there is no 
communication. 
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p. Noise: In this regard, noise is anything that interferes 
with the communication of a message. 
q. Role of feedback in communication; Feedback is the 
process of returning to the sender information about the 
results of the communication. This process may be the 
most important method in overcoming difficulties in 
communication. 
One other dimension in Singer's model which should be 
mentioned is the role of power in communication. Power and 
politics in human behavior are quite important in intercultural 
communication. In the positive sense, power means the ability to 
exercise influence over others; in the negative, it is the ability to 
prevent others from exercising influence over us. Power is one of 
the dynamics which greatly affects intercultural interaction. 
The concept of intercultural communication presented below 
does not disagree with the importance of perception in this process, 
nor with the link established in Singer's model between 
communication and intercultural communication. It focuses, 
however, on interpersonal interaction as another crucial dimension 
of the same process. Porter and Samovar (1988) point out several 
aspects of interpersonal interaction which must be taken into 
account when examining the process of intercultural communication. 
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Intercultural communication is defined by these two writers 
as the process of communication which occurs when "the 
message producer is a member of one culture and the message 
receiver is a member of another" (Porter and Samovar, 1988, p. 
20). In this situation, a message encoded by one culture must 
be decoded by another. Since culture is largely responsible for 
the behaviors and meaning involved in this interaction, each 
individual understands the event by processing it through a 
different filter. Some of the critical dimensions of this 
filtering process outlined by Samovar and Porter are the 
following: 
Perception: This is the internal process by which we select, 
evaluate and organize all external stimuli. 
Belief/Value/Attitude-Systems: Beliefs are defined as 
"individually held subjective probabilities" that a particular 
object or event possesses certain characteristics. The degree 
to which we believe that an event possesses certain 
characteristics reflects the depth or intensity of our belief. 
Culture plays a very important role in forming beliefs. 
"Whether we accept the New York Times, The Bible, the entrails of a 
goat, tea leaves, the visions induced by peyote, or the changes specified 
in the Taoist I Ching as sources of knowledge and beliefs depends on our 
cultural backgrounds and experiences. In matters of intercultural 
79 
communication there are no rights of wrongs as far as beliefs are 
concerned" (Porter and Samovar, 1988, p. 25), 
Values are defined as the evaluative aspect of our 
belief/value/attitude systems. These evaluative dimensions 
include qualities such as usefulness, goodness, aesthetics, 
need-satisfaction ability, and pleasure production. Attitudes 
are defined as a learned tendency to respond in a consistent 
way to a certain object or orientation. They are also learned 
within the cultural context which surrounds the individual. 
World View: This element is seen as one of the most 
important ones found in the perceptual aspect of intercultural 
communication. World view refers to a culture's orientation 
about such things as "God, humanity, nature, the universe and 
the other philosophical issues that are concerned with the 
concept of being." It helps individuals locate their place and 
rank in the universe. 
Social Organization: This is defined as the manner in which a 
culture organizes itself and its institutions; it also influences 
how members of the culture perceive the world and how they 
communicate. 
Verbal Processes: Verbal processes are verbal language and 
patterns of thought. They include the way way in which we 
talk and the internal activities of thinking and meaning 
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development for the words we use. They are "vitally related" 
both to perception, attachment, and expression of meaning. 
Verbal language is the organized, generally agreed upon, 
learned symbol system which is used to represent human 
experiences within a cultural or geographical community. It 
serves as a mechanism for communication and as a guide to 
social reality. Patterns of thought are defined as the mental 
processes, forms of reasoning, and approaches to problem 
solving prevalent in a human community. A culture's thought 
patterns influence the way individuals in the culture 
communicate, as well as the way they respond to members 
from another culture. 
Nonverbal Processes and Behavior: There is no clear agreement 
as to what constitutes this domain, but most authorities 
would agree that these include body movement, gestures, 
facial expressions, eye contact, dress, objects and artifacts, 
silence, space, time, and paralanguage. 
Concept of Time: The concept of time in a culture is its 
philosophy toward the past, present, and future and the 
importance or lack of importance attached to time. Vast 
differences exist between cultures about this concept, and 
they affect communication. 
Use of Space: This dimension involves the distance between 
people engaged in conversation and their physical orientation. 
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People from different cultures have different ways in which 
they relate to each other spatially. How close people sit to 
one another, at what angle, in what relationship to objects in 
the room, and the way in which they organize space, are all 
affected by the culture to which they belong (Porter and 
Samovar, 1988). 
These culture specification preferences greatly affect 
intercultural communication 
The literature reviewed under the topic of intercultural 
communication serves to define a crucial aspect of behavior which 
must be explored in intercultural interaction. The work of the 
authors discussed in this section clearly delineates that perception 
as well as that interpersonal interactions are deeply rooted in 
culture and, therefore, substantially affect intercultural 
communication. They point out that in order to interact effectively 
across cultures one must necessarily be aware of and knowledgeable 
about the cross-cultural issues and dynamics present in this type of 
interaction. 
The conceptual model and experiential learning tool presented 
in this dissertation have been based on this knowledge. They focus 
on identifying, describing, and transmitting both cognitively and 
effectively the crucial aspects of cross-cultural transition. Their 
specific relationship to this literature review section is more 
clearly outlined in the first chapter of this dissertation. It should 
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be noted, however, that the training model was designed to raise the 
issue of perception and its importance in intercultural 
communication as viewed by Singer. In addition, the variables that 
affect intercultural communications, as identified by Porter and 
Samovar (1988), were included in the content and training process 
of the experiential learning tool which simulates intercultural 
interaction. 
Cross-Cultural Transitions 
This section of the Literature Review examines the concept of 
cross-cultural transition, the main concept the training model in 
this study was designed to transmit. In this dissertation cross- 
cultural transition is defined as the cognitive and affective process 
by which individuals incorporate the demands and expectations of a 
new cultural context into their self-concept and behavior 
(Comnenou, 1988, p. 2). 
The concept of cross-cultural transition has received a great 
deal of attention since the 1950s when Oberg (1958) first used the 
term culture shock to describe the phenomenon. There is, however, 
only partial consensus as to the nature or aspects of cross-cultural 
transition. The study of the concept of is currently in a position 
similar to that which Kuhn (1970) describes as signaling a 
paradigmic transformation (p.12). Existing theoretical models are 
being challenged because they cannot fully accommodate the rapidly 
evolving new data in the field. 
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This is evidenced by the variety of terms in which the concept 
is described; sojourner adjustment (Brein & David, 1971; Church, 
1982); culture shock (Oberg, 1958); role shock (Byrnes, 1966; 
Higbee, 1969); language shock (Smalley, 1963); culture fatigue 
(Guthrie, 1966,1975); the transitional experience (Adler, 1975); and 
cross-cultural reentry (Austin, 1986), are the most commonly used 
terms to describe the experience. They each reflect a slightly 
different focus. 
Similarly, there is variation in the approaches investigators 
take in exploring the concept. 
A major problem in understanding the topic... is that the approaches of various 
investigators have been so divergent that it is difficult to either interrelate their 
findings or to develop any consistencies among the factors deemed relevant to 
intercultural adjustment. Moreover, even when investigators apparently study 
the same or similar factors, the results usually fail to show any consistent 
patterns (Brein and David, 1971, p. 216). 
Some of the most commonly used approaches to describe and 
explain the cross-cultural transition process are the following: 
curves of adjustment, personality typologies and traits, background 
and situational factors, and social interaction. These approaches 
vary in usefulness in explaining and describing cross-cultural 
transition, although they have all contributed to overall 
understanding of the experience. Therefore, relevant data from all 
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of these approaches have been incorporated in the informational 
base of this study. 
Juffer (1983) reviewed the literature on the topic of cross- 
cultural transition. She researched the various theories describing 
the concept and reported that this divergent body of knowledge is 
dominated by three primary theories "accompanied by variations and 
elaborations of the main themes" (p. 173). These three approaches 
are culture shock adaptation over time in predictable stages; 
culture shock as an intrapsychic condition; and the most recent, 
culture shock as a normal growth experience. They have been largely 
formulated by analyzing the experiences of university exchange 
students and the experiences of Peace Corps volunteers. 
Culture shock adjustment over time in predictable stages 
This theoretical approach maintains that adjustments follow a 
predictable temporal pattern. It suggests that a curvilinear 
relationship exists between adjustment and time sequence. 
Lysgaard (1955) first described this concept and referred to it as 
the U-curve phenomenon.. 
In his study of Scandinavian Fulbright Grantees studying in the 
United States, he found that students who had been in the U.S. for six 
months and those who had been in the country for over eighteen 
months felt themselves to be better adjusted than those who had 
been here between six and eighteen months. The students in this 
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int©rmediat© group w©r© r©lativ©ly poorly adjustod r©gardl©ss of 
ag©, acad©mic l©v©l, or major. Lysgaard th©r©for© propos©d that, if 
giv©n adaquat© tim©, all who go abroad probably pass through certain 
stages of adjustment. His position was supported by Sewell and 
Davidsen (1956), who also studied the academic and personal 
adjustment of Scandinavian students visiting the United States and 
reported a U-curve adjustment. Specifically, the U-curve was 
described as an initial period of elation and excitement experienced 
immediately after arriving in the new culture, followed by a state of 
deep of anxiety and disorientation, and finally a leveling out of 
negative feelings and restoration of comfortable functioning in the 
new culture (Church, 1982). 
The U-curve phenomenon received support from some writers 
(Coelho, 1958; Scott, 1956, Deutsch & Won, 1963; Morris, 1960, 
cited in Church, 1982) while others found varying degrees of support 
for a U-curve for positive attitudes toward the second culture, 
(Chang, 1973; Davis '963, 1971; Greenblat 1971; Heath, 1970; 
Shepard 1970, cited in Church, 1982), and only some improvement in 
the negative feelings experienced, but not to the original level of the 
early adjustment period (Chang, 1973; Coelho 1958, cited in Church, 
1982). Furthermore, several investigators did not confirm the U- 
curve hypothesis (Becker 1968; Hull, 1978; Klineberg & Hull, cited in 
Church 1982; Selby and Woods, 1966;). 
A later development in the curvilinear concept of culture shock 
extended the U-curve to a W-curve which included adjustment 
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problems sojourners face upon returning to their culture of origin. 
The W-curve is largely an extension of the single-U curve to a 
double-U curve (UU curve) (Gullahorn, 1963 and 1966). The W-curve 
may describe the changes some sojourners experience in adjustment 
but these changes are not reported by all sojourners (Klineberg & 
Hull, 1979). This adjustment process may vary in time for each 
sojourner, as there is no evidence of a set duration or degree of 
adjustment decline in either entry into a new culture or reentry into 
the culture of origin (Brein and David, 1971). Some investigators 
have suggested that variation in culture of origin may explain 
variation in the degree of culture shock experienced by sojourners 
(Becker, 1968; Pool, 1965). Church (1982), in his extensive review 
of the sojourner adjustment literature, states; 
In summary, support for the U-curve hypothesis must be considered weak... 
inconclusive... and overgeneralized... . Not all students begin the sojourn with a 
"honeymoon phase" or with a period of elation and optimism... and although 
depression occurs with some frequency, it is not universal... . Even those studies 
supporting the hypothesis show marked differences in the time parameters of the 
curve... making the U-curve description so flexible as to be meaningless (p. 
542). 
Although there is a great deal of controversy about the U-curve 
theory as described above, it was elaborated by numerous theorists 
and researchers who gave different labels to the various stages it 
encompasses. (Dubois, 1956; Gullahorn & Gullahorn, 1963; Oberg, 
1958; Scott, 1956; Selliz, Christ, Havel and Cook, 1963; Smith, 1955 
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cit6d in Juff6r, 1983). According to Juffor (1983) this thoory has 
received more research attention than the other two. 
It appears, therefore, that although the vast majority of 
writers in the field agree that sojourners undergo emotional changes 
which can be organized into stages, as they enter another culture, 
there is clearly no support for a specific linear pattern which 
adequately correlates time and adjustment for all sojourners. 
Furthermore it should be noted that although the sojourner 
adjustment literature contains a vast amount of information 
relevant to the concept of cross-cultural transition, it is important 
to point out that the two approaches focus on different aspects of 
this experience. Adjustment and transition are dissimilar in that 
the first examines the fluctuation in the emotional and behavioral 
state of sojourners from the vantage point of restoring a midpoint 
functioning level free of behavioral and emotional extremes. 
Transition, on the other hand, encourages and utilizes the process of 
fluctuation in order to maximize the learning and growth of the 
sojourner without assuming that the outcomes will necessarily be a 
fairly smooth state of being. 
Culture shock as an intrapsvchic condition 
This model has three subdivisions. They include: 
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a. Culture shock adaptation due to personality and intraphysic 
differences. This subdivision exannines personality and 
intraphysic characteristics in their relationship to cultural 
adaptation. 
b. Cultural shock as a reaction to intrapsychic stress. Theorists 
in this subdivision draw upon ego psychology and cognitive 
theories in their discussion of adaptation to stress. 
c. Culture shock as a mental illness. In this approach theorists 
use terminology and concepts from clinical psychology and 
psychiatry in understanding, describing, and treating the 
culture shock phenomena which they define as a form of 
mental illness. Juffer (1983) lists Cort and King, 1979; 
Spradley and Phillips, 1972; and Anderson, 1971, as the 
theorists belonging to this theoretical subdivision. 
The third model suggests that the desirable approach to culture 
shock is clinical intervention. Since these approaches do not focus 
directly on education and training as avenues for impacting the 
culture shock reaction, they are not explored further in this 
literature review. 
Culture shock as a growth experience 
The final theoretical model discussed by Juffer (1983) is the 
Growth Experience model which was most fully developed by Adler 
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(1975), a former Peace Corps volunteer in India and Orientation and 
Counseling Officer at the East-West Center at the University of 
Hawaii. Adler's model integrates the Adjustment Over Time and the 
Intrapsychic Condition models, and incorporates theories from 
sociology, psychology and cross-cultural communications. He 
describes "the culture shock experience as a dynamic..." (Juffer, 
1983). His model, on which the model presented in this study is 
largely based, is discussed in detail below. 
This is the most recent and widely used model of cross- 
cultural transition. It describes the transitional experience as one 
of growth rather than pathology (Adler, 1975). The stress 
associated with the experience is viewed by Adler as the catalyst 
which can bring about insight into one's own cultural endowment, 
and the enrichment which results from the interaction of differing 
cultures. 
'{'Although culture shock is most often associated with negative consequences, it can 
be an important aspect of cultural learning, self development, and personal 
growth. It is the contention... that the problems and frustrations encountered in 
the culture shock process are important to an understanding of change and 
movement experiences, and that such transitional experiences can be the source 
of higher levels of personality development. Implicit in the conflict and tension 
posed by the transitional experience lies the potential for authentic growth and 
development (p. 14). 'i) 
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Adler's model of the transitional experience implies movement 
from a state of low self and cultural awareness to a state of high 
self and cultural awareness. Though time is a significant factor in 
the transitional experience, no specific connection is made between 
time spent in transition and the nature of the experience. The model 
consists of five developmentally related stages, but it is not 
assumed that these steps are sequenced in a specific order of 
occurrence or recurrence. 
1. Contact: This is the phase of initial contact with the new 
culture. The new culture is viewed by the individual from 
the insularity of his or her culture of origin. The stage is 
marked by euphoria of a new experience, and is mostly 
attuned to similarities between the culture of origin and 
the new culture, although s/he may be enchanted and 
captivated with the contrast between the two cultures. In 
this stage differences are deselected and similarities 
become validations of the values and preferred practices of 
the culture of origin. 
2. Disintegration. This stage is marked by anxiety, confusion, 
and disorientation. As differences become increasingly 
noticeable, the understanding and interpretation of events 
learned in the culture of origin become ineffective in the 
new environment. A growing sense of being different, 
isolation, and inadequacy are prevalent. Bewilderment, 
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deprsssion, ali©nation, withdrawal, and id6ntity confusion 
are commonly experienced in this stage. 
3. Reintegration: This stage is characterized by a strong 
rejection of the new culture. Stereotyping, generalization, 
negative evaluation and judgmental behavior and attitudes 
toward the new culture are frequently exhibited. The 
individual becomes hostile to the differences experienced, 
and may seek to relate exclusively with people with the 
same cultural background. The negative feelings present in 
this stage, however, indicate that there is an increased 
level of awareness of differences and cultural distinctions. 
An existential choice point emerges from this conflict: the 
person may withdraw into the original cultural context or 
may move toward a resolution of the tensions experienced. 
The intensity of the experience, the resiliency of the 
individual, and the availability of guidance and support by 
significant others are factors which may influence the 
choice. 
4. Autonomy: The autonomy stage is marked by increased 
sensitivity, acquisition of skill and understanding of the 
second culture, increased comfort, and easing of tension 
toward the new culture. The individual is fully functioning, 
shows greater flexibility and development of appropriate 
coping skills, and becomes more independent of the 
influence of the previous cultural background. 
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5. Independence: This is the final stage of transition and it is 
marked by independence but not "undependence" of cultural 
influences. The individual is able to accept and derive 
enrichment from cultural differences, is capable of giving 
and receiving trust, and can view himself or herself as a 
person influenced by culture and upbringing. "The 
individual, then, is self-actualizing to the degree that both 
choice and responsibility are exercised in situations while 
also fully reexperiencing other emotional, behavioral, and 
attitudinal states marked in earlier stages of the 
transition" (Adler, 1975, p. 19). 
Adler (1975) believes that the transitional experience begins 
with encounter with another culture and evolves into encounter with 
self. The sequences of the changes in this process indicate a 
progressive evolution of the self. His concept of the development of 
self is based on Erikson's (1950) theory which describes the self as 
developing by abandoning the familiar and exploring the unknown. 
Adler sees the transitional experience as a unique opportunity for 
learning and growth. 
He believes that an individual achieves self actualization and 
enrichment by transcending her/his culture through interaction with 
other cultures. According to Adler a person reaches self 
actualization by abandoning the familiar for the unknown. The 
person who has achieved "independence" or self actualization in this 
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mann6r is in a stat© of constant t6nsion b6tw©Gn cultur©s, rath©r 
than in on© of cultural certainty and safety. It is implied, therefore, 
that the individual internalizes data from one or more cultural 
contexts and internalization of data, in turn, can create tension with 
other cultural contexts which are still unknown or new. Adler does 
not address, however, the issues of cultural survival, identity, and 
growth. Thus, his notion of the relationship between cultural 
transcendence and cultural or ethnic identity is quite hazy. 
An unfortunate implication which may be derived from this 
lack of specificity in Adler's theory may be that an individual must 
abandon her/his culture or ethnic group in order to self actualize. 
Furthermore, it may be implied that groups such as Afro-Americans, 
American Indians, Asian Americans, Black South Africans and others 
striving to survive in oppressive cross-cultural situations by 
defining and preserving their cultural endowment are not self 
actualizing. 
James Banks' (1987) model of stages of ethnicity, on the other 
hand, presents a useful contrast by explicitly describing the 
relationship between ethnic identity and ethnocentrism. Banks sees 
ethnic membership and identification as key concepts in 
understanding cross-cultural interaction. He believes that ethnic 
groups are dynamic and diverse systems whose members vary 
greatly in awareness, knowledge, and attitudes about their ethnic 
identification in relationship to other cultures. 
94 
He has developed a typology of stages of ethnic development 
which range from ethnocentrism, the lowest level of development, 
to globalism, the highest level of development. His model assumes 
that ethnic identity is enhanced or enriched as a result of 
Interaction with differing cultures, not abandoned, as Adler's model 
may imply. The goal of ethnic development is not to abandon one's 
cultural roots but to break out of a monocultural perspective and 
achieve one of globalism. This can be attained by articulating and 
expanding one's cultural limits and by understanding, respecting, and 
learning from other cultural perspectives. 
These stages of articulating one's ethnicity are described by 
Banks (1987) as follows: 
1. Ethnic Psychological Captivity Stage: Individuals in this 
stage have internalized negative ideologies and beliefs 
about their ethnic group which have been institutionalized 
within the society. They therefore exemplify ethnic self¬ 
rejection and low self-esteem. They are ashamed of their 
ethnic group and may avoid situations that necessitate or 
lead to contact with other ethnic groups or may try 
aggressively to become culturally assimilated. 
2. Ethnic Encapsulation Stage: This stage is characterized by 
ethnic encapsulation and exclusiveness, including 
separatism by choice. Individuals in this stage believe that 
their ethnic group is superior to that of others and 
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participate primarily within their own ethnic communities. 
These individuals, such as many Anglo-Saxon Protestants, 
have internalized the myths resounding superiority of their 
ethnic or racial group and the innate inferiority of other 
races and ethic groups. Many individuals who grow up in 
culturally, racially, economically, and ethnically 
homogeneous and encapsulated situations may be described 
as Stage-2 individuals. 
3. Ethnic Identity Clarification Stage: At this stage, 
individuals are able to clarify their ethnic identity and 
personal attitudes, reduce intrapsychic conflict, and 
develop positive attitudes toward their ethnic group. By 
learning self-acceptance they develop characteristics 
needed to accept and respond more positively to other 
ethnic groups. Here, self-acceptance is seen as a 
prerequisite to accepting and responding to other groups. 
4. Bi-ethnicity Stage: The individual in this stage has a 
healthy sense of ethnic identity, and the skills and 
psychological characteristics needed to participate in 
her/his own culture as well as in another one. Individuals 
in Stage 4 have a strong desire to function effectively in 
two ethnic cultures. They may be described as bi-ethnic 
individuals. 
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5. Multiethnicity Stage: The idealized goal for citizenship 
identity within an ethnically pluralistic nation is described 
in Stage 5. Individuals in this stage are able to function, at 
least at minimal levels, within several ethnic and 
sociocultural environments, and to understand, appreciate, 
and share the values, symbols, and institutions of several 
ethnic cultures. These multiethnic perspectives and 
feelings enable individuals to live a more enriched and 
fullfilling life and to arrive at more creative and novel 
solutions to public and personal problems. 
6. Globalism and Global Competency: Individuals in this stage 
possess the necessary knowledge, skills, attitudes, and 
abilities to function in ethnic cultures within their own 
nation as well as in cultures within other nations. They 
also have clear, reflective, and positive ethnic, national, 
and global identifications. Furthermore, they possess the 
"ideal delicate balance of ethnic, national and global 
identifications, commitments, literacy and behaviors" (p. 
65). These individuals have been able to internalize the 
universalistic ethical values and principles of humankind 
and have the skills, competencies and commitments 
necessary to act on these values. 
Banks (1987) described the nature and relationship of the 
above stages as follows: 
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The emerging stages of ethnicity typology is an ideal type construct and should be 
viewed as dynamic and multitdimensional rather than as static and unilinear. The 
characteristics within the stages exist on a continuum. Thus, within Stage 1, 
individuals are more or less ethnically psychologically captive, and some 
individuals are more ethnically psychologically captive than others (p. 65). 
It should also be mentioned that the stages in the model have 
blurred rather than sharp divisions and that they may be experienced 
in a zigzag pattern rather than sequentially. Upward movement from 
one stage to the next will most likely be sequential, although 
individuals may not experience all stages or start at the lowest one. 
A downward movement is also possible as individuals may become 
more ethnocentric and culturally encapsulated as a response to a 
certain event or situation such as busing for school desegregation. 
(Banks, 1987). 
Banks has contributed greatly to the understanding of culture, 
and its implications for individuals and groups, by focusing on 
interethnic and majority/minority dynamics between diverse groups. 
He sees the inclusion in one or more ethnic groups as a dynamic, 
interactive, and developmental process. 
In contrast to Adler's model. Banks describes growth through 
cross-cultural interaction as a process of engaging in a double 
dialogue with another cultural context and with ones's own. An 
individual grows by articulating and further testing and clarifying 
her/his cultural endowment in interaction with another culture. 
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This dialogue simultaneously explores both the interacting cultural 
contexts and the relationship between self and culture of origin. 
The goal is to clarify and strengthen both relationships and the 
result is mutual enrichment. 
Individuals' identities are clarified and strengthened as they 
explore their limits vis a vis another cultural context. The limits 
and boundaries of their monocultural perspectives are expanded and 
become more flexible as they explore other cultures. Individuals 
with clearly articulated cultural identities are more skilled and 
knowledgeable in this process of exploration and thus more capable 
of exploring differences in general. In this model, therefore, strong 
cultural identity enhances growth and self actualization. 
It is important to point out that Adler has worked primarily 
with international students and Peace Corps volunteers while Banks' 
work has been with bilingual ethnic populations. The variation in 
their perspectives of cross-cultural transition may be attributed to 
the difference in the kinds of challenges their respective target 
populations face in interacting with another culture. It is perhaps 
more likely that Peace Corps volunteers and international students 
may be able to focus on issues of self-actualization and 
transcendence as they temporarily and voluntarily attempt to 
integrate two cultural contexts. 
[^On the other hand, the experience of cross-cultural transition 
for immigrants, refugees, and other "ethnic" and racial groups may 
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b© somswhat diff0r©nt. Oppr©ssion and ethnocsntrism may hav© an 
impact on th©ir survival as individuals and as m©mb©rs of a cultur©. 
It s©©ms logical that th©s© issues would requir© immediate 
attention and intense involvement on the part of these individuals 
and that this involvement would be an integral part of successfully 
negotiating the cross-cultural dynamics inherent in their situation.'^ 
In examining the experience of cross-cultural transition in 
these two different populations one may conclude that both undergo 
and experience cross-cultural transition. However, the specific 
issues, intensity, and focus in this process may vary according to 
the differences in the situational factors confronting each group. 
Adler and Banks, though having somewhat different 
perspectives, do not diverge on the overall concept of cross-cultural 
transition and its characteristics. Their models seem to be based on 
different but complementary data. In some instances, however, 
writers in the field whose work relates to the subject of cross- 
cultural transition differ in the meaning they attribute to commonly 
used terms. One example of such a fundamental difference, is the 
difference in meaning Horowitz (1985) and Baca (1984) attribute to 
the word pluralism. 
Horowitz's (1985) view of a cultural pluralism theory is 
reflected in the following: 
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Where the theory of cultural pluralism conceives of ethnic conflict as the clash 
of incompatible values... Where cultural pluralists theory stresses separation 
and isolation of the groups...[and] speaks of divergence and dissensus... Cultural 
pluralists neglect the role of elites with convergent goals and aspirations 
(p.140). 
Referring to the same concept Baca (1984) cites the following 
statements made in "No One Model American" published by the 
American Association of Colleges for Teacher Education (AACTE) in 
1973: 
The National Coalition for Cultural Pluralism has defined cultural pluralism as: 
A state of equal co-existence in a mutually supportive relationship within the 
boundaries or framework of one nation of people of diverse cultures with 
significantly different patterns of belief, behavior, color and in many cases with 
different languages (p. 5). 
Other observations, explicit in the AACTE statement and 
crucial to an understanding of multicultural education, are 
summarized here: 
Cultural pluralism does not acknowledge the concept of a model American. 
Rather, it is a movement and an idea which endorses the health of the entire 
society based on the strengths of its unique parts. 
Cultural pluralism rejects assimilation and separation. No single group lives in 
isolation (Baca, 1984, p. 7). 
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The differing perspectives described in this section of the 
Literature Review reflect some of the existing dichotomies and 
polarities in the field. A systematic exploration of cross-cultural 
transition must take into account such differences in perspective 
and orientation. In addition to these differences, the model of 
cross-cultural transition presented in this study takes into account 
varying situational factors such as those confronting Peace Corps 
volunteers and international students, immigrant and racially 
diverse populations. 
Furthermore, it takes into account the varied perspectives on 
the curvilinear nature of the cross-cultural transition process and 
proposes an ongoing cyclical process an an alternative. These 
dimensions of the model are discussed in detail in the first chapter 
of this dissertation. 
Cross-Cultural Transitions Training 
This section of the literature review contains information 
relating to the experiential learning tool included in the model, 
namely the Somis, Nirions, and Amicans simulation. In this section 
(1) general theoretical underpinnings of experiential learning are 
presented; (2) a historical account of the development of training 
models in intercultural interaction is outlined; and (3) literature 
pertinent to the use of simulations as a training tool is reviewed. 
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Theoretical Underpinnings of Experiential Learninij 
The importance of experiential learning in intercultural 
communication training has been recognized since the very early 
stages in the development of this field. There are currently several 
models of training in existence which address the subject of 
intercutural communication. Though the emphasis on experiential 
learning varies, its value was established by the early writers and 
conceptualizers in the field. In addition, the majority of the early 
training programs, such as those developed by the Peace Corps for 
volunteers and desk officers relied heavily on experiential learning 
techniques. Since then simulations have become commonplace in 
intercultural training efforts. 
Kolb (1984) systematically and comprehensively explored the 
theory of experimental learning. He saw the theoretical roots of 
experimental learning as originating from Dewey, Lewin and Piaget. 
Yet it is the work of Dewey, without doubt the most influential educational 
theorist in the twentieth century, that best articulates the guiding principles for 
programs of experiential learning in higher education...(p. 5). 
Dewey's educational philosophy was based on the following 
principles: 
1. To impose from above opposes expression and cuitivalion of individuaiity. 
2. To enforce external discipline opposes free activity. 
3. Learning from texts and teachers opposes learning through experience. 
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4. The acquisition of skills and techniques by drill opposes their acquisition as 
means for "attaining ends which make direct vital appeal." 
5. Preparing for a more or less remote future is opposed to maximizing the 
opportunities of present life. 
6. Static aims and materials oppose being acquainted with a changing world 
(Kolb,1984). 
In Dewey's words: 
I take it that the fundamental unity of the newer philosophy is found in the idea 
that there is an intimate and necessary relation between the processes of actual 
experience and education (Dewey, cited in Kolb, 1984, p. 5). 
According to Kolb (1984), Dewey's ideas have found their way 
into "traditional" education programs in the past 40 years and the 
challenges Dewey's approaches were developed to face, namely 
addressing change and lifelong learning, have increased even more 
dramatically. Educators, in attempting to meet these challenges, 
have ventured to integrate the best of traditional and experiential 
domains in education "in a spirit of cooperative innovation" (p. 5). 
The tools for this work involved some traditional methods and 
included apprenticeships, internships, work/study programs, 
cooperative education, studio arts, field projects, and laboratory 
studies. Learning is experiential in all of these methods, in the 
sense that the learner interacts directly with the phenomena being 
studied, rather than simply thinking about them or considering the 
posssibility of doing something with them (Kolb, 1984). 
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In higher education these "traditional" experiential learning 
methods have received renewed interest as a result of changes in 
the educational environment in this country. As universities have 
tried to respond to "the poor and minorities," adult learners, and to 
the trend toward vocationalism, there has been a need to translate 
the abstract ideas of academia into the needs and concrete practical 
realities of these students' lives and educational goals. Experiential 
learning, in the sense of understanding and utilizing the students' 
past experiences and utilizing experiential learning techniques, 
offers some avenues for addressing these problems constructively 
(Kolb, 1984). 
There is yet another group of educators for whom, according to 
Kolb, experiential learning is not just a set of educational methods 
but a statement of fact: People do learn from their experiences. 
These educators emphasize experience that can be assessed and 
conceptualized in a manner for which can be given academic credit 
for degree programs or certification for licensing. This approach 
has raised concerns, primarily around the issue of quality and 
academic standards. It is, however, considered by some educators 
as a movement of great promise since it provides a link between 
formal education and adult life, a vehicle for integrating education 
and work experiences,and for establishing the validity and relevance 
of all learning to a college degree (Kolb, 1984). 
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Kolb agrees with Chickering's (cited in Kolb, 1984) view on the 
impact these trends have had on higher eduction: 
There is no question that issues raised by experiential learning go to the heart of 
the academic enterprise. Experiential learning leads us to question the 
assumptions and conventions underlying many of our practices. It turns us away 
from credit hours and calendar time toward competence, working knowledge, and 
information pertinent to jobs, family relationships, community responsibilities, 
and broad social concerns. It reminds us that higher education can do more than 
develop verbal skills and deposit information in those storage banks between the 
ears. It can contribute to more complex kinds of intellectual development and to 
more pervasive dimensions of human development required for effective 
citizenship. It can help students cope with shifting developmental tasks imposed 
by the life cycle and rapid social change (p. 7). 
Another major tradition of experiential learning, wider in 
scope and larger in numbers of participants, sprang from the work of 
Lewin, the founder of American social psychology. His research on 
group dynamics has had a profound influence on the discipline of 
social psychology and on "its practical counterpart, the field of 
organizational behavior" (Kolb, 1984, p. 8). 
Lewin's work was quite vast in scope and included 
mathematical contributions to social-science field theory, 
leadership and management style, methodology of action research, 
and group dynamics. According to Kolb, the consistent theme in all 
of Lewin's work was his interest in integrating theory and practice. 
106 
which was stimulated if not created by his experiences as a refugee 
to the United States from Nazi Germany. His work in authoritarian, 
democratic and laissez-faire leadership styles can be seen as his 
attempt to understand the psychological dynamics of dictatorship 
and democracy. 
With the development of the basic T-group methodology during 
the summer of 1946 in collaboration with Lippitt, Bradford, and 
Benne, Lewin demonstrated that learning is best facilitated in "an 
environment where there is dialectic tension and conflict between 
immediate, concrete experience and analytic detachment" (Kolb, 
1984, p. 9). He accomplished this by bringing together the 
conceptual models of the staff with the immediate experiences of 
the trainees in an atmosphere of openness in which input from each 
perspective could stimulate and challenge the other. 
His colleagues continued exploring this approach after Lewin's 
death in 1947. A set of training workshops was initially developed. 
Later, a center for training and research, which evolved into the 
National Training Laboratories (NTL) Institute for Applied Behavioral 
Sciences, was established in Bethel, Maine. This network of social 
scientists and practitioners is, by and large, responsible for the 
development of the body of knowledge known as T-group theory and 
methodology (Kolb,1984). 
Even in these initial steps, the struggle between the 
experiential of "here and now" and the theoretical "there and then 
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was in evidence. This conflict, which continues even now, 
stimulated intense discussions and even trends in training 
methodology, such as the "West Coast" existential factions and the 
"East Coast" traditionalists (Argyris, 1970). 
This debate, evolving around the core issue of how conceptual 
material should be integrated into the "basic encounter" process of 
the T-group, has stimulated a great deal of innovation and has 
profoundly influenced thinking and practice in adult education, 
business training, and organization development. Kolb (1984) also 
points out the following: 
T-groups, and the so-called laboratory method on which they were based, gave 
central focus to the value of subjective personal experience in learning, an 
emphasis that at the time stood in sharp contrast to the "empty-organism" 
behaviorist theories of learning and classical physical science definitions of 
knowledge acquisition as an impersonal, totally logical process based on detached 
objective observation. This emphasis on subjective experience has developed 
into a strong commitment in the practice of experimental learning to existential 
values of personal involvement, and responsibility and humanistic values 
emphasizing that feeling as well as thoughts are facts (p. 10). 
A second trend of great importance which spawned from T- 
groups is the development of applied technology for experiential 
learning. Many tools have been added to the literature by this 
tradition, including structured exercises, simulations, cases, games, 
observation tools, role plays, skill practice routines and so on. The 
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common element of all of these tools is simulated situations which 
are designed to provide personal experiences for learners which 
stimulate the learners' process of inquiry and understanding. These 
methods have had a profound affect on education, and especially on 
adult education (Kolb, 1984). 
The third theoretical forefather of experiential learning is, 
according to Kolb (1984), French developmental psychologist and 
genetic epistemologist Jean Piaget, whose theory demonstrates how 
intelligence is shaped by experience (p.12). Piaget's focus is on 
cognitive development processes. 
He explored the nature and developmental process of 
intelligence and first recognized.age-related regularities in the 
reasoning process of children. Children at certain stages, he 
observed, had qualitatively different ways of arriving at answers to 
questions posed to them by the environment. Children's ways of 
getting meaning from the world was, threrefore, predicated on 
experiencing and interacting with the environment. 
Piaget's work was initially not widely accepted in the United 
States, but with the development of Bruner's (1968) work in 
cognitive development this changed rapidly. By combining the 
contributions of both, American educators and psychologists moved 
toward the development of curricula and teaching approaches 
relating to the idea that knowledge of cognitive developmental 
stages could allow the design of curricula in any field in a manner 
which would permit the subject matter to be taught to learners of 
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any age or stage of development. This new perspective gave birth to 
a movement in curriculum development and teaching which focused 
on the design of experience-based educational programs using the 
principles of cognitive development theory (Kolb, 1984). 
Though the approach has received some degree of criticism, its 
implications for curriculum development for school-age children has 
made it a useful theory for teachers and educators. With the 
contributions of Kohiberg, who extended Piaget's theory beyond the 
age of adolescence in his work in moral development, this tradition 
could be applied to adult learning (Kurtines & Greif, 1974). Perry 
(1970) solidified this expanded version of Piaget's theory. 
Perry found that Harvard students' systems of knowledge 
through the college years evolved in similar patterns. They moved 
from absolutist, authority-centered, right/wrong views of 
knowledge in their early college years, through stages of extreme 
relativism, and, eventually, toward higher stages of "personal 
commitment within relativism" in the later years of college. These 
higher stages of development were not achieved by all students 
during their college life, and for some, "posed developmental 
challenges that extended into their later lives" (Perry, cited in Kolb, 
1984, p. 15.). 
Dewey, Lewin, and Piaget are, according to Kolb (1984), the 
foremost intellectual ancestors of experiential learning. However, 
he acknowledges several other streams of thought as having 
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contribut©d substantially to this inquiry. On© of th©s© is "th© 
th©rap©utic psychologi©s" st©mming particularly from Jung and 
including Erikson, th© humanistic traditions of Rogers’ client- 
centered therapy, Peris' gestalt therapy, and Maslow's self- 
actualization psychology. 
He credits this school of thought with having brought two 
important dimensions to experiential learning. The first is the 
concept that healthy adaptation requires the effective integration of 
cognitive and affective processes. The second dimension is the 
concept of socioemotional development throughout the life cycle. 
These two dimensions provide a wholistic framework for describing 
the process of adult development and the variety of learning 
challenges it encompasses. 
Another line of contribution to experiential learning theory 
stems from the "radical educators" and particularly the work of 
Freire (1973, 1974) and of lllich (1972). Both men saw the 
educational system as an agency for social control which ultimately 
oppresses people and conserves the capitalist system and class 
discrimination, lllich criticized Western education and focused on 
"deschooling" society. Freire advocated changing the system by 
"instilling in the population a critical consciousness or the active 
exploration of personal, experiential meaning of abstract concepts 
through dialogue among equals" (Freire, cited in Kolb, 1984, p.16). 
Their contribution, though political in tone. 
must be seen as the revolutionary extension of the liberal, humanistic 
perspective characteristics of the Deweyite progressive educators and 
laboratory-training practitioners. As such, these views serve to highlight the 
central role of the dialectic between conflicts between the right, which places 
priority on maintenance of the social order, and the left, which values more 
highly individual freedom and expression (Kolb, 1984, p. 16). 
In Kolb's view these traditions establish the experiential 
learning model of knowing the world as valid and equal to any other 
form of arriving at knowledge. They point out that experiential 
learning is not just a set of techniques but an integral, necessary, 
inseparable, and indispensable dimension of the human learning 
process. 
The training model presented in this dissertation is based on 
the above view of experiential learning. It places equal emphasis on 
the conceptual and experiential dimensions of training. 
Intercultural Communications Training Traditions 
The field of intercultural communications training relies 
heavily on experiential learning theory and methodology. It is clear 
that the Lewin tradition has developed the bulk of theory and 
technology on which intercultural communications training is based. 
As the field of communication has served as the basis for 
intellectual communication, so has the laboratory method provided 
the foundations for intercultural communications training. 
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D©v©loping a training th©ory and m©thodology which is 
r©sponsiv© to th© n©©ds of culturally divers© client populations 
fosters an educational ideology respectful of differences and th© 
individual's right to pursue knowledge in a meaningful and suitable 
manner. This has been a central concern in the field of Applied 
Behavioral Sciences at least since the early 1960s. In the NTL 
network, nondisciminatory practices in membership, as well as in 
hiring and utilization of consultants, have been implemented for 
many years. Some members of the network have specialized in 
multicultural training and have developed models which address the 
issue of cultural diversity in training. Today NTL is the oldest and 
one of the largest networks to focus on the issue of cultural 
diversity in training and consultation in the United States. 
The other major international organization which addresses 
these issues is the Society for Intercultural Education Training and 
Research (SIETAR). This organization focuses exclusively on issues 
of cross-cultural interaction and came into being in the early 1970s. 
Many of the practitioners in the field are active members of both 
NTL and SIETAR and the methods and techniques utilized by these 
two networks are based on similar theories and are nearly identical 
in scope and purpose. One of the main distinctions which can be 
made between the two organizations is that NTL has been concerned 
with racial and cultural diversity issues mostly within the U.S.A., 
while SIETAR was for many years an organization which worked 
primarily in the international arena. These organizations represent 
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the main two traditions which have contributed substantially to the 
literature on the subject of intercultural communication training. 
According to Hoopes (1979), the initial model for training in 
intercultural interaction issues, the University Model, originated in 
universities. It came about as practitioners in the field felt the 
need for developing such training and reached to universities, the 
traditional sources for professional preparation and for the 
development of educational theory approaches and techniques. 
Gradually it became obvious that traditional approaches were 
ineffective in preparing people in the experiential aspects of 
intercultural interaction which are particularly important in this 
field. Practitioners subsequently looked to the experiential 
methodology of the laboratory method for an answer to this problem. 
The Human Relations/Sensitivity Training Model or T-group Model 
sprang out of this movement. What resulted was not only some 
degree self awareness but also a great deal of dissatisfaction. The 
trainees' diverse, deep-rooted values could not be explored in the 
"personal growth" atmosphere of the T-group, which focuses on 
individual learning and the "here and now." Furthermore, cross- 
cultural training practitioners discovered that: 
The frequent result was a cross-cultural blindness hardly less dysfunctional 
than unregenerate ethnocentrism. Such qualities as openness, directness, 
confrontiveness, which tend to become norms in sensitivity training, translate to 
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biases and stumbling blocks in the encounter with contrasting cultures (Hoopes, 
1979, p. 4). 
The most recent model which began to emerge out of this 
controversy was the Integrated Cognitive/Experiential Model. This 
model, which combines cognitive and experiential techniques, and 
attempts to address cultural heterogeneity in membership, 
leadership and learning style, has prevailed and continues to be 
considered most desirable in this field (Hoopes,1980). 
A significant contribution to this type of model is that of 
Bennet (1966). A summary of the model is presented below as an 
example of an integrated model. The model contains a clear 
conceptual framework and training suggestions which can be further 
developed by practitioners in the field according to the needs of 
their particular situation. 
Bennett views intercultural sensitivity as a state of being 
which can be achieved in a developmental manner. He suggests there 
is a process of achieving awareness and competence in dealing 
effectively with intercultural dynamics. He devised a 
developmental model of training for intercultural sensitivity which 
identifies six main stages of development: denial, defense, 
minimization, acceptance, adaptation, and integration. In this 
process, a person moves from the state of monocultural existence to 
ethnorelativism. 
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Bennett (1966) believes that one's competence can be 
diagnosed according to these stages and training should consist of 
interventions and experiences which can be employed in order to 
move the individual into the next developmental stage and finally to 
ethnorelativism. The central issue in this model is "difference" and 
the person's ability to accept the reality that cultures are 
fundamentally different in their world views. Each stage represents 
a way of relating to difference. 
1. Denial: This stage represents the denial of cultural 
differences. It may occur when physical or social barriers disallow 
exposure and contact to other cultures. There is an absence of 
meaning categories for differences in this situation. This stage 
represents the most extreme form of ethnocentrism. Parochialism, 
a lesser and more common form of ethnocentrism, may be the 
manner in which it manifests itself. 
Individuals in this stage tend to not perceive differences or to 
use very broad categories perceiving them, i.e., "Tokyo is just like 
New York." The training intervention suggested only for this stage is 
actual exposure to different cultures through direct experiences, 
workshops, or other means of bringing about "cultural awareness." 
2. Defense. This stage involves active defense against 
differences. It usually follows the stage one experiences 
immediately after coming out of denial. It is an attempt to "counter 
perceived threat to the centrality of one's world view." The most 
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commonly used strategy is denigration of differences or "negative 
stereotyping which involves attributing negative characteristics to 
the group or persons who present a threat. Other forms of defense in 
this stage are: assuming a position of cultural superiority, and 
"reversal," which assumes superiority of the other culture. 
The most common response in this stage in "retreat" to Denial. 
Countering the tendency to retreat involves encouraging the 
individual towards a sense of greater superiority. A trainer may be 
able to intervene successfully by increasing the person's self 
esteem and thereby replacing denigrating behavior. Confronting 
someone in this stage by pointing out that her or his negative 
stereotyping is inaccurate is usually ineffective and may result in 
increased denigrating. The most effective treatment of this stage is 
"innoculation," noting the possible existence of reversal tendencies 
or attitudes before they are expressed by the trainees. Generally, 
the movement out of defense involves pointing out that there are 
good elements in all cultures. 
3. Minimization: This stage represents the minimization of 
differences. Physical universalism is expressed in terms such as 
"You just have to be yourself in other cultures," or "If you use 
common sense you will get along all right." These statements imply 
that cultures are only superficially different or follow the same 
logic. Transcendent universalism manifested in statements such as 
"Some things are true everywhere" may also occur in this stage. It 
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is most common among individuals who hav© a cortain philosophy, 
belief, or position to maintain. 
Minimization tends to be a position held by sophisticated 
individuals and people with international exposure, or 
"internationalists.” It serves to preserve a sense of "enlightened 
ethnocentrism" which sounds sensitive to cultural dynamics and 
allows individuals to avoid the sense of incompetence which comes 
from confronting the unknown. 
Effective training strategies in this stage are the ones which 
help trainees accomplish a "major conceptual shift from reliance to 
absolute principles of some sort to acknowledgement of nonabsolute 
relativity" (Bennett, 1986, p.190). For individuals from western 
cultures, such results may be brought about by reports of personal 
experience, simulations or other significant experiences which 
validate cultural differences in the interpretation of behavior. Some 
confusion may result from such awareness, and this confusion 
should be acknowledged but not prematurely terminated to avoid 
regression to an earlier stage. The use of cultural representatives 
who can speak of cultural differences from an eye-witness point of 
view may be a very effective strategy. 
4. Acceptance: This stage represents a change from 
ethnocentrism to ethnorelativism. Cultural differences are both 
acknowledged and respected. In this stage, differences are not 
evaluated but are accepted as facts of life, and perceived as 
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fundamental, preferable, and necessary in human interaction. Two 
levels of acceptance sequentially occur in this stage: behavioral and 
value differences. This change implies a shift from viewing 
differences as things or objects to viewing them as process. 
Individuals in this stage experience enjoyment of recognition 
and exploration of difference. They seem to be fairly tolerant of 
ambiguity and willing to engage in generalistic probabilistic 
statements without absolute answers. Training intervention must 
attempt to move people out of this stage quickly. They should focus 
on respect for differences on the behavioral level, stressing 
nonevaluative verbal behavior, respect for variation in 
communication style and interaction, and realization of the personal 
relevance of these issues. Trainers must ensure that differences 
are understood in the process of context. Failure to move promptly 
out of this stage may result in regression into the previous stage of 
development. 
5. Adaptation: This stage involves the acceptance of cultural 
differences and adaptation of behavior to that difference or the 
ability to shift frame of reference. Empathy is a common form of 
this adaptation. There are forms of false adaptation such as a 
pluralistic attitude which implies that one can only shift to one or a 
few chosen perspectives but not to complete cultural pluralism. 
Another form is claiming empathy while implementing minimization. 
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Individuals moving out of this stag© are ready and eager to 
apply their knowledge to actual situations and experience 
differences in interaction. Trainers may provide one to one or group 
interaction with people from culturally diverse backgrounds, real 
life situations, and give participants opportunities to practice such 
empathy. 
6. Integration; This stage involves the application of 
ethnorelativism to one's own identity. This implies not only 
sensitivity to many cultures but being always "in the process of 
becoming a part and apart from a given cultural context" (Adler, 
cited in Bennett, 1986, p. 26). An individual in this stage can 
"evaluate phenomena relative to cultural context" or practice 
"contextual relativism" (Bennett, 1986, p. 186). The person in this 
stage is in a state of "constructive marginality" (Bennett, 1986, p. 
194). This state implies lack of any absolute cultural identification. 
This marginality can be a very valuable tool in cultural mediation. 
The major training intervention in this stage is in the area of 
developing a system or approach to ethics. Since no cultural context 
is used exclusively in evaluating action, a meta-system of ethics 
may be needed to guide or provide a context to one's behavior in this 
stage. 
Today a very rich and diverse body of cross-cultural training 
methodology exists. During the past twenty years, there has been 
enormous growth in the field of international educational exchange 
(Pusch, Patico, Renwick, & Saltzman, 1981, cited in Paige, 1986) 
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estimate that over 20,000 cross-cultural training programs were 
offered between 1951 and 1981 to cross-cultural sojourners such as 
foreign students, business personnel, and governmental officials 
(Paige, 1986). 
The dialogue and debate about training models continues and it 
will probably always be an integral part of the field of cross- 
cultural training. Cultural, conceptual, theoretical, and ideological 
differences are common in this field, which sprang from the 
complexity of human diversity itself. 
A generic, and perhaps oversimpified, way to conceptualize 
these differences may be that those who have worked and identify 
with the racial and ethnic struggle for equal rights and access in the 
United States, and in other countries where such issues can be 
addressed in training, tend to favor pluralistic ideology and 
approaches based on this ideology. On the other hand, those who 
have practiced in a milieu in which intercultural issues were 
explored as a source of learning and growth prefer an approach 
which stresses intercultural communication and multiculturism in 
the sense of expanding one's horizons or transcending one's culture. 
Several reviews of cross-cultural training models in relation 
to specific training issues and approaches have been produced 
recently. These issues include training for cross-cultural 
orientation (Martin, 1986), trainer competencies (Paige, 1986), 
training approaches (Triandis, 1977), exploring Culture Shock 
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(Furnham, & Bochner, 1986) and others (Batchelder & Warner, 1977; 
Casse, 1979; Hoopes, 1977; Hoopes & Ventura, 1979; Landis & 
Brislin,1983, cited in Paige, 1986; Pusch, 1979; Weeks, Pedersen & 
Brislin,1979). Some writers have broken down the three generic 
categories developed by Hoopes into more specific areas (Furnham, & 
Bochner,1 986; Triandis, 1977). 
One such example is the work of Harris & Moran (1979), which 
is discussed in greater detail in the first chapter of this study. 
They describe training models by examining issues of content and 
pedagogy, as do most writers reviewing such models. Most of these 
writers do not directly address the polarities and differences 
currently existing in the field. When mentioned, these dynamics are 
not explored or analyzed but are rather listed as differences in 
approach or perspective. 
On the other hand, in articles written by practitioners who 
have worked with the issue of diversity in training (Bidol, 1987; 
Palmer, 1989 ), some of these issues are addressed. The material 
reviewed below explores some of these dynamics, and key issues 
from the perspective of practitioners in the following sequence: 
(1) scope of divergent approaches on the issue of diversity in 
training. (2) sociopolitical issues trainers must address when 
training "diverse" populations, (3) content and pedagogy issues such 
as purpose, goals, skills, and training/learning process. 
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Scope of Divergent Approaches 
Palmer (1989), an internal consultant in a large midwest 
corporation, described the controversy surrounding training 
approaches on the subject of diversity in terms of three underlying 
divergent paradigms. She defined a paradigm as "a basic framework 
through which one views the world, giving shape and meaning to all 
our experiences, providing a basis for interpreting and organizing 
our perceptions" (p. 15). A paradigm is a fundamental "given" which 
is sometimes unarticulated until it is questioned by something or 
someone. It influences the way one defines diversity and the ways 
in which one interprets facts and experiences. She believes that 
these paradigms are an unrecognized source of much of the friction 
existing among many of the practitioners in the field, whom she 
calls Change Leaders. These three paradigms are: Paradigm I (The 
Golden Rule), Paradigm II (Right The Wrongs), and Paradigm III 
(Value All Differences). 
Paradigm I (The Golden Rule). This paradigm is based on the 
belief that everyone is an individual and that humans are more 
similar than different. Individuals in this paradigm see themselves 
as color and gender blind and as not being racist or sexist. They see 
oppression as being practiced by a small number of bad or prejudiced 
people in isolated incidents. Change Leaders in this paradigm, by 
and large, resist any awareness training and recommend one-to-one 
counseling, third party consultation, team building meetings and 
other methods which place the emphasis on individuals being 
"decent" to one another. 
Diversity in this paradigm is not perceived as a systemic issue 
and differences are seen as due to individual characteristics. The 
word diversity means an appreciation of everybody, regardless of 
differences. Everyone is special and different, and it is artificial to 
focus on the concerns of any one group: "Do unto others as you would 
have them do unto you." Differences are therefore not allowed to 
enrich the environment, and people do not learn how to put 
themselves into the shoes of someone different than themselves. 
Paradigm II (Right the Wrongs). This paradigm is based on the 
belief that some groups in society have been systematically wronged 
or disadvantaged. The target group changes from situation to 
situation. In the United States, target groups are primarily black 
men and women of all races. Other target groups come into focus 
when their numbers increase so that some awareness about their 
issues is created. 
Diversity in this paradigm means establishing justice for 
specific target groups. Correcting the injustices is the driving 
force in this paradigm, and the meaning of diversity can be 
represented by the statement, "Right the Wrongs. 
Change Leaders' programs in this paradigm are focused on 
improving recruitment, retention and rewards systems for certain 
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target groups. Training centers on having the members of the 
majority learn how the target groups feel, and on having them face 
their prejudices. Confrontation is valued and used in breaking down 
perceptual barriers, so that learning can occur and target group 
members must be in all learning groups for dialogue with the 
members of the majority. This paradigm acknowledges.the needs of 
other target groups but believes that the first target groups must be 
dealt with before others. They also feel that in this way the group 
will learn valuable skills for dealing with other groups. 
This paradigm conveys the sense of a split world. There are 
polarities and conflicts in the process of change. Some leaders and 
trainers become burnt out or discouraged. Words such as "white 
males" versus "blacks and women" and we/you dichotomies are 
examples of the types of communication patterns which are part of 
training programs in this paradigm. 
Paradigm III (Value The Differences). This paradigm is built on 
the belief that all groups and individuals should be appreciated for 
their differences and that when groups learn how to work 
synergistically, their effectiveness is greater than the sum of all of 
their parts. Diversity allows people to learn new skills and to 
arrive at unknown alternatives and options. 
Diversity in this paradigm means consciously and sensitively 
using the resources of all people and cultures. Furthermore, it 
supports the concept that all cultures and differences-ethnic, 
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racial, gender etc.-- are valuable and must be appreciated and 
respected. A phrase which can describe the word diversity in this 
paradigm is "Value All Differences." 
The vision or goal in this paradigm is that individuals and 
groups reach beyond their culture and group and relate effectively 
with others. The pursuit of excellence is accomplished by 
encompassing many styles and resources in one's world view and 
approach. 
Training in Paradigm III favors self-knowledge and inter¬ 
personal skills as well as culture-specific knowledge about other 
cultures. "Victim/oppressor" polarities and confrontations are not 
emphasized. The goal is that all must learn to appreciate each 
other's contributions, and to be sensitive to each others differences. 
No single target groups are supported to the exclusion of others, and 
language patterns conveying polarization are avoided. According to 
Palmer (1989), this paradigm is relatively new and does not yet have 
proven methods, "or even a common language" (p. 17). 
Palmer sees these paradigms as producing two issues; Whose 
Paradigm is Right? And How to Proceed?. The first conflict 
producing issue can be described in the following manner. Paradigm 
I individuals feel they are already sensitive and unprejudiced, and 
are offended when confronted by Paradigm II people. Paradigm II 
people are "horrified" by the global scope of the Paradigm III 
approach, fearing that Paradigm III views Paradigm I as ethnocentric 
126 
and Paradigm II as only serving a few people at the expense of many. 
Paradigm I people feel they are the same as Paradigm III and are 
surprised at the impatience they see in Paradigm III people about 
them. These issues are rarely articulated and "ferment" under the 
surface of interactions among people in the field. 
The How to Proceed issue is manifested as follows. There are 
different priorities in each paradigm. The first responds to conflict 
by trying to resolve or smooth out friction and prefers methods 
which do not focus on group issues such as race, gender, or class. 
The second has a single focus and views everything else as watering 
down the existing resources and prefers methods which acknowledge 
and deal with the issues of the target group. The third sees that a 
broad-base approach is necessary from the very beginning. It favors 
methods which demonstrate in action and in words that "valuing 
diversity" is broad and deals with everyone's differences. 
Palmer (1989) advocates coalition building as the answer to 
this clash. She feels that issues have to be discussed among these 
groups, common goals must be established, and boundaries between 
groups clarified around agreements and disagreements. The two 
class producing issues must be resolved by a nonjudgemental 
attitude. The differing priorities must be identified and sequenced 
in a manner agreeable to all. Finally the Change Leaders must 
understand the approaches of each group and arrive at synergistic 
alternatives not yet known or practiced by them. This work would 
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represent, according to Palmer, diversity at work rather than 
competition. 
We are like the blind people feeling the elephant; each of us has a close-up, 
personal experience of a portion of the whole, and we need others' different views 
in order to create the future world we strive for (p. 18). 
One implication stemming from Palmer's article is that a more 
wholistic approach to the understanding of diversity is needed, one 
which includes the strength of all three paradigms. The model 
presented in this dissertation utilizes all three paradigms, as 
outlined below: 
Paradigm I 
The model appreciates individual differences and allows 
participants to learn at their own pace and to control their learning 
process. All individual contributions are considered to be equally 
important, and are included in the building of three hypothetical 
cultures, as well as in the negotiations of interpersonal and 
intergroup dynamics during the simulation. 
Paradigm II 
The workshop surfaces the oppression or power relationships 
among the groups, and by doing so it allows participants to explore 
these issues in themselves. It steers participants into examining 
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individual group and system issues of oppression, as well as into 
searching for alternative approaches in order to establish cultural 
pluralism. 
Paradigm III 
Synergy is a design aspect of the Somis, Nirions, and Amicans 
simulation. There are three rather than two cultures, or alternative 
perspectives. As the simulation evolves, having to consider a third 
option leads to the exploration of alternatives rather than to either- 
or, good or bad dichotomous decisions and strategies. Therefore the 
model fully supports the notion that all cultures are valid, and all 
differences are sources of learning. 
Sociopolitical Issues 
Bidol (1987) outlines the assumptions which underlie her 
model of training, the Multicultural Training Program (MCT). These 
assumptions clearly reflect the relationship between sociopolitical 
and cultural factors, and training issues, involved in designing and 
conducting training programs with an intercultural focus. 
a. The sociopolitical situation in the United States forces 
conformity to the white culture of the majority and does 
not support mainstream society in maintaining the country s 
diverse cultural heritages. 
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b. In a culturally diverse society, a large number of people 
possess bicultural membership, and are pressured to remain 
loyal to their culture of origin while maintaining the ability 
to function effectively in the mainstream society. 
c. Most training theory and practice is conceptualized and 
delivered in relation to mainstream western culture, the 
individualistic aspects of which do not always meet the 
learning needs of people from different cultural 
backgrounds. 
d. Many elements of process such as training norms, decision 
making approaches, leadership styles and dimensions of 
incongruity are most often based on monocultural 
mainstream norms. 
e. MTC programs recognize that there are similarities and 
differences from the mainstream in all cultural groups and 
that both similarities and differences should be supported. 
f. MTC programs recognize that in order to achieve equitable 
distribution of resources, fully democratic and multi¬ 
cultural decision making, communication styles, and 
leadership functions are required. 
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g. MTC programs seek to train participants to identify the 
intrapersonal and interpersonal impact social oppression 
has on both powerful groups and on oppressed ones. This 
surfaces issues such as moral confusion, social 
ambivalence, internalized oppression, and double social 
psychological consciousness. 
h. MTC programs that are most effective are designed by 
culturally diverse teams of trainers, or at least are based 
on the norms of the cultures which have an impact on the 
training (p. 261). 
Training Issues 
Goals and Purpose 
In examining the goals and purposes of training programs in 
this area, it becomes apparent that despite the differences and 
polarities among theorists and practitioners there is some degree of 
agreement in reference to the general goals and purposes of this 
type of training. Bidol (1987) outlines the training goals of the MCT 
programs, which are firmly based in the NTL theoretical and 
methodological tradition as follows: 
a. To increase participants' awareness of their personal and 
cultural traditions; 
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b. To enable participants to recognize and assess the 
limitations of monocultural strategies in culturally 
diverse work environments; 
c. To provide the skills and environment for participants to 
become aware of their own behavior and its effect on 
others; 
d. To increase in participants the awareness of cultural 
behavioral options; 
e. To enable participants to develop skills in working 
effectively with both monocultural and multicultural 
groups (p. 260). 
Very similar goals for cross-cultural training were outlined by 
Pusch, Seelye, & Wasilewski (1981): 
a. To expand cultural awareness, and to increase the 
participants' awareness of their own culture and the 
degree to which it conditions them; 
b. To provide trainees with an opportunity to increase their 
acceptance and tolerance of different values, attitudes 
and behaviors; 
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c. To foster the affirmation of all cultures, and in 
particular the ones which have a minority status and 
have received a disproportionate amount of negative 
messages about themselves from the society as a whole; 
d. To develop intercultural communication skills in culture 
as well as language; 
e. To integrate affective and cognitive skills and provide 
experiences which will allow participants to have an 
intellectual understanding of cultural differences and 
acceptance of validity in other cultures which is 
congruent with their emotional response and behavior in 
the actual cross-cultural contact situation; 
f. To prepare trainees for effective personal adjustment to 
the stressful experiences which accompany intercultural 
experiences, such as disorientation weakened self¬ 
esteem, culture shock, frustration, anger, etc.; 
g. To open avenues of learning and growth which may 
become accessible to the trainee through multicultural 
experience; 
h. To develop the ability to seek information about 
significant culture-specific information such as 
economic, political, and social stresses, and the hopes 
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and goals of various cultural or ethnic groups within 
their society and in the international arena, 
A definition of the purpose of cross-cultural training 
which summarizes and effectively integrates the above specific 
information into one unified purpose is the one offered below: 
The purpose of a cross-cultural training program is to provide a functional 
awareness of the cultural dynamic present in intercultural relations and assist 
trainers in becoming more effective in cross-cultural situations (Pusch, Patico, 
Renwick, & Saltzman, 1981, pp. 72-102). 
Effectiveness and Skills 
The question of what are the specific behavior, knowledge, 
attitudes, and skills which allow individuals to be effective in 
intercultural interaction is a very broad and challenging one for 
investigators and theoriticians in the field. The systematic study of 
this subject has only being in existence in the last two decades, 
though the number of people who successfully manage intercultural 
negotiations and interaction must be in the millions (Dinges, 1983). 
We must always bear in mind that effectiveness or success in 
intercultural interaction will be defined differently by different 
cultures. Furthermore, practitioners in the field need to remember 
that the "study” of intercultural interaction is dominated and 
defined by those operating in the Western perspective. It is 
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important, therefore, for trainers operating in this field to be aware 
of the Western cultural values pertaining to effectiveness and 
learning; to know what constitutes effectiveness in another culture; 
what factors influence this effectiveness in order for them to 
formulate meaningful training goals and objectives; and be aware of 
the varying styles and learning preferences cross-culturally. 
Though the study of cross-cultural effectiveness is still quite 
new there are a number of studies exploring theoretical and research 
issues in this area (Hammer, Gudykunst & Wiseman, 1978; Hawes & 
Kealey, 1979; Hawes & Kealey, 1981; Hopkins, 1982, cited in Paige, 
1986; Hull, 1978; Kealey & Ruben, 1983; Klineberg & Hull, 1979; 
Ruben & Kealey, 1979). The literature also contains several reviews 
of this material. (Benson, 1978; Brislin, 1981; David, 1972; Dinges, 
1983, cited in Paige, 1986). Paige (1986) states that the complex 
conceptual model is formulated by these studies, and he says that 
effectiveness in cross-cultural interaction is positively influenced 
by: 
1. Knowledge about the "target" culture. 
2. Personal qualities, i.e., tolerance of ambiguity, flexibility, 
openness, and a sense of humor. 
3. Behavioral skills, i.e., ability to relate well with others, 
culturally appropriate role behavior, communicative 
competency. 
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4. Self awareness, particularly about one's own values and 
beliefs. 
5. Technical skills, which include being able to complete tasks 
in the new cultural setting. 
6. Situational factors, i.e., similarities between culture of 
origin and new culture, clear expectations about the 
experience and position of being a foreigner, culture, 
receptivity to foreigners, and political/economic/social 
conditions in the second culture (p. 137). 
Clearly, a training program must be designed for a specific 
population, situation, and skills. The above dimensions, therefore, 
will be differentially emphasized according to each program. 
However, they can enhance all training in intercultural interactions 
by providing a framework of the totality of factors and knowledge to 
be considered when designing and implementing such training. 
Training/Learning Process 
Ratiu (1983), whose base is in Paris, France, studied 250 
executives attending two of the leading schools for international 
managers in Europe, INSEAD in Fontainebleau, France, 1976, and the 
London Business School, England, 1977. His purpose was to identify 
and describe the managers who were considered to be more 
interculturally adaptable among these executives. He found that the 
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patterns distinguishing those considered most "international" from 
other international managers were: 
1. Their view of what it is to be international 
2. Their assumptions about the world and themselves 
3. Their ways of dealing with stress 
4. Their ways of making sense of new experience. 
Ratiu reports that the most surprising insights in his study 
came from the answers he received to his question, "What key 
learning experiences do you associate with your becoming more 
internationally minded?" 
He found two learning style trends in his target population, 
intuitive and analytical. A general tendency in his population was 
for the most "international" managers to lean toward an intuitive 
learning style, while the others preferred an analytical one. Ratiu 
feels that these differences "are a different facet of a fundamental 
learning cycle similar to that identified by Kolb and Fry (1975) and 
relabeled them "red and blue loops" (p. 149). The intuitive micro 
blue loop and the more analytical macro red loop are constantly in 
operation in the international cross-cultural arena. 
He recommends that studies and training courses in inter- 
cultural communication need to incorporate both of these learning 
cycles in order to be effective. Red loop material such as recent 
research, theoretical and applied information about the subject 
matter, and blue loop material like simulations and other 
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experiential learning techniques need to be present in these training 
programs. These types of programs can help participants: 
"(a) identify their analytical (red loop) and intuitive (blue loop) resources, (b) 
monitor their own tendency to reproduce either blue loop or red loop responses 
in cross-cultural situations, (c) reach decisions on what are appropriate 
responses for them, and (d) implement whatever decisions they reach under 
relatively low-risk simulation conditions" (Ratiu, 1983, p.149). 
Ratiu (1983) warns that blue-loop experimentation must 
involve a blue-loop approach. He sees a gap between intention and 
actions that ensures that people who set out to delay judgment and 
be open as much as possible to new data end up jumping to red loop 
judgments instead. There are behavioral "bridges” which can help 
people stay with a blue loop approach where they feel it is 
appropriate. These bridges include the keeping "in touch" with their 
feelings; experimenting in numerous small ways other than a few big 
ones; watching and listening very carefully; tuning in to the 
atmosphere or tone of social situations; following the "flow" of 
people and events, i.e., in public transportation or in crowd 
situations; creating opportunities for letting go" (p.149.) 
The training model in this dissertation is one which integrates 
conceptual and experiential learning. The design of the workshop 
allows for cognitive exploration of the conceptual model, and 
extensive experimentation with the concepts, issues and 
interactions involved in cross-cultural transition. Furthermore, it 
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allows participants to examine and participate in blue and red loop 
learning cycles and includes all of the above "bridges" in its process. 
Simulations as Training Tools 
Simulations have been used successfully in training in almost 
every discipline which concerns human beings as a focal point. They 
can be found in training programs in medicine, human services, 
education, the military, space technology, science etc. According to 
Thornton & Cleveland (1990), simulations have been used 
successfully for instructional purposes in military war games, 
operations research, performance testing, and role-playing. These 
two authors use the following definition of simulations: 
a model of representation of real-world events in which elements are depicted by 
symbols or numbers or in physical form. In a simulation, some essential 
features of an activity are duplicated without portraying reality itself (Jones, 
1972). 
The use of simulation as training devices ranges from training 
individuals to perform simple and specific tasks to complex and 
multifaceted ones. They can be used to represent 
something as simple as the interactions of a manager and subordinate dealing with 
a performance problem on the job or something as complex as an island nation 
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faced with multiple economic and political crises (Streufert, Pogash, & Piasecki, 
1988). 
Some of the main advantages of simulations as training tools 
are that they allow the trainees to practice new skills in a 
relatively risk free situation, experience settings and interactions 
and thus form both an emotional and cognitive impression of the 
situations and tasks for which they are being trained, and to step 
back in order to reflect and conceptualize the content and process of 
the training. 
The experiential impact of a simulation can also vary from a 
relatively mild to a powerful one. Yalum (1980) cites a powerful 
experiential learning elicited by simulations a technique developed 
and used by NTL trainers in which a person is given an opportunity to 
experience her or his death by designing and participating in a 
simulation representing this event. In this instance, simulations 
allow a person to confront the reality of one of the most central 
existential life issues. In Yalum's discipline this experience is 
singularly important in the psychoemotional and social development 
of human beings. 
By recreating essential elements of crucial experiences in the 
past or future, simulations have the unique capability of allowing 
trainers to arrive at insights which might otherwise be inaccessible 
to them. It is, perhaps, this very quality which makes them one of 
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the most popular training techniques in the field of cross-cultural 
training. 
Simulations have played a major role in cross-cultural 
training since the very early stages of the field. They can be found 
in the very early training literature in organizations such as the 
Peace Corps, international exchange programs and others. It is safe 
to say that they represent one of the oldest and most resilient 
methods of training in cross-cultural interaction. 
Stewart (1980) is one of the forefathers in the 
conceptualization and use of simulations in training individuals to 
communicate and work with people from diverse cultural 
perspectives. He is known for his work in American cultural 
patterns as well as for the development of the "contrast American" 
simulation model of training. This model involves role-play 
simulation of two cultural perspectives, the American and the 
"contrast American." These two perspectives are contrasted during 
interactions occurring in hypothetical situations in which relevant 
tasks have to be performed. These effective role plays have been 
used by the Peace Corps and other organizations since the decade of 
the 1960s. 
Stewart, Danielian, & Foster (1979) describe a model of 
simulation training. In presenting this model, these authors outline 
a basic conceptual framework for cross-cultural training 
simulations concerning the dynamics of cross-cultural interaction. 
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They view this model of training as social-psychological in 
character in that it attempts to represent perceptual and 
experiential reality rather than to replicate point by point physical 
or environmental variables. They see cognitive variables, such as 
culture and values, as the building blocks of the model. The physical 
reality is present only to the extent that the simulation represents a 
plausible real life situation to the trainee. The cognitive variables 
themselves do not have to be "faithful reproductions" of cultures. 
The simulated cultural situations are there to stimulate 
intercultural human interaction and to "induce a cognitive 
confrontation with an accompanying emotional investment and 
behavioral confrontation" (Stewart, Danielian, & Foster, 1979, p. 44). 
They see the simulation model in training as a functional one, as it 
focuses on the process and the conditions important to the training, 
rather than on the content of the situations represented in the 
simulation. They distinguish this type of confrontation from 
competition between trainees for available rewards. According to 
these authors, cognitive confrontation, in these terms, involves an 
incongruity or dissonance between ways people perceive or think 
rather than a contest over who will win. 
The contrast experienced by a trainee in such a confrontation 
is designed to stimulate a "dynamic process of " 'unfreezing,' 
'moving,' and 'refreezing' that constitute cognitive-affective 
learning " (Stewart, Danielian, & Foster, 1978, p.45). Thus these 
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authors directly apply Lewin's (1951) three successive phases of 
change to the learning process of the contrast American simulation 
(Lewin, 1951). A trainee's habitual cultural behavior is "unfrozen": 
s/he is given new information and experiences in the "moving" 
aspect of this learning process; in the "refreezing" aspect s/he 
becomes aware of cultural diversity, about her/his culture, and 
becomes more flexible about behavioral alternatives in cross- 
cultural interaction. These crucial elements of the model can be 
replicated by other simulations which address similar issues in 
intercultural interaction. 
Additional insight into the theoretical basis for simulations as 
a training technique is provided by Thornton & Cleveland (1990). 
They point out that a simulation can be most effective when used 
along with other more structured or didactic techniques (Manz & 
Sims, 1981; PinoHi & Anderson, 1985, cited in Thornton & Cleveland, 
1990). These other techniques can provide a conceptual framework 
(Bandura,1986; Kolb,1984, cited in Thornton & Cleveland, 1990) 
which is often lacking from participative methods when used by 
themselves. 
Simulations are seen by these authors as techniques which 
employ many principles of adult (Knowels, 1970, cited in Thornton & 
Cleveland, 1990) and of social learning theories (Bandura, 
1977,1986; Cooper, 1982; Goldstein & Sorcher, 1974; House, 1982, 
cited in Thornton & Cleveland, 1990). Experimentation with 
alternative styles of behavior (Kolb,1984), and active participation 
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in the learning process, are very important for adults (Mehta,1978, 
cited in Thronton & Cleveland, 1990), Furthermore, participation 
with other professionals in their field can allow trainees to learn 
vicariously by observing and modeling the successful behaviors of 
others (Bandura 1986, cited in Thronton & Cleveland, 1990). 
According to Knowels (1970, cited in Thornton & Cleveland, 1990), 
effective learning for adults occurs through interactions with other 
adults. Simulations encourage observation of the behavior of others, 
and reflection and introspection into one's own behaviors and beliefs 
(House,1982, cited in Thronton & Cleveland, 1990) Trainees can then 
internalize effective behaviors observed in others and discard 
ineffective ones (Cooper, 1982; Kolb, 1984, cited in Thronton & 
Cleveland, 1990). 
Another important advantage offered by simulations, according 
to these authors, is that they provide many of the conditions which 
allow for transfer of skills and learnings. Transfer of training tends 
to occur when there are similar stimulus and response dimensions in 
the training program and the actual life situation, when the training 
addresses general principles rather than repetitive practice of 
behaviors, when the types of problems covered in the training vary, 
and when several alternative conditions and situations are available 
for practice (Baldwin & Ford, 1988, cited in Thornton & Cleveland, 
1990). 
In view of the various levels of complexity which can be 
present in simulations, trainers are faced with a dilemma. Simple 
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simulation with short duration provides the opportunity for practice 
of a wider range of problem situations. Longer simulations most 
probably involve one-trial" learning. The complex simulations 
maximize the number of identical elements and may convey general 
principles rather than narrow, specific skills." (Thornton & 
Cleveland, 1990, p. 196.) 
Finally, a distinction between skill and automaticity which is 
useful in deciding when and what type of simulation should be 
employed, was articulated by Logan (1985). "Skill" as a term refers 
to performance of a complex task. "Automaticity," on the other hand, 
applies to specific aspects of performance on tasks which can be 
performed without effort. Automatic processes might be developed 
best through relatively simple simulations, such as role-play 
exercises. Complex simulations could be most effective following 
the development or acquisition of automatic processes, and when an 
entire array of skills is required in order to function successfully. 
The best choice of simulation may, in fact, be dependent upon the 




The study consisted of a detailed, in-depth exploration of the 
scope of learnings elicited by the workshop. Through the use of 
qualitative or naturalistic inquiry procedures, it sought to 
determine from the point of view of the participants the significant 
outcomes, actions, reactions and interactions evoked by the exercise 
(Patton,1980). Its purpose was to arrive at a comprehensive 
understanding of the experience, and to generate hypotheses about 
what meaningful learnings could be elicited, and in what way these 
learnings occur. These hypotheses were generated by exploring the 
relationship patterns which emerged from data collected from the 
workshop participants and trainers describing their reactions to the 
exercise. 
Description of Participants 
The workshop was conducted in two different settings in the 
fields of education, human services, health, or management. The 
participants were professionals or students in higher education with 
graduate or undergraduate training in these fields. A minimum of 
fifteen participants per setting was included in the workshop. Data 




1. Contact with sitos: The investigator contacted a key person 
in each of the two sites in which the workshop took place. 
The person was instructed to inform the prospective 
participants that a workshop would take place at a certain 
date during which data would be collected for a doctoral 
dissertation. A letter was distributed explaining the 
purpose, format, and activities of the workshop and the 
goals of the study. The participants were then given the 
opportunity to choose whether they wanted to be part of the 
workshop. The Use of Human Subjects for Research 
Procedure utilized is included in this dissertation as 
Appendix VI. 
2. Introduction: On the designated date and time the first 
workshop began with an introduction of the exercise, the 
trainers, and the observer. A short presentation of the key 
concepts which was used during the course of the day was 
also given to the participants at that time. 
3. Forming Groups: The participants were divided into three 
groups and each group was assigned a trainer. 
4. Culture building: During this session the three groups met 
separately, and with the assistance of a trainer for each 
group, developed three hypothetical cultures. 
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5. ObsGfvations! An obs©rvGr visited each group and observed 
the interaction between trainers and participants as they 
worked together to build the three hypothetical cultures. 
The observers spent an equal amount of time with each 
group and recorded data as the session progressed. 
6. Data gathering; The first journal section of the learning 
assessment instrument was distributed to the participants 
to fill out. The trainers simultaneously recorded their 
notes about the session. 
7. Cross-cultural contact: During this session the three 
hypothetical cultures met together in role. Each participant 
played a member of his/her hypothetical culture. The 
session simulated cross-cultural problem solving and 
conflict resolution dynamics. 
8. Data gathering: The second journal section of the learning 
assessment instrument was distributed to the participants 
to fill out. The trainers simultaneously recorded their 
notes about the session. 
9. Learnings and integration: During this session the 
participants under the leadership of one of the trainers, 
reflected on the overall experience. They shared their 
reactions to each of the cultures and explored the 
interactional dynamics of the exercise. They were then 
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presented with the model of cross-cultural synthesis and 
growth, and the process of cross-cultural transition. 
10. Data gathering: The third section of the learning 
assessment instrument was distributed to the participants 
to fill out. Trainers simultaneously recorded their notes. 
11. Trainers interviews: The observed interviewed each of the 
trainers and recorded their reactions and impressions of the 
workshop. 
12. Analysis of data: The data from the learning assessment 
instrument, tape recordings, observers' notes, and trainers 
notes were analyzed by the investigator using the constant 
comparative method. 
13. Input from second data validator The second idata validator 
and the investigator met to discuss the analysis of the data. 
14. Second workshop: The second workshop was conducted and 
the above procedures were repeated in the same sequence. 
15. Integration of data: The investigator incorporated the 
feedback given by the second data validator in the final 
analysis of the data gathered from both workshops, the 
findings, and the conclusions of the study. 
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List of Staff Roles 
The design of the workshop and the study required the 
assistance of several individuals who functioned in specialized 
roles, which are listed below. 
1. Investigator—the author of the dissertation and primary 
investigator of the study. 
2. Data validator—an individual with extensive experience, 
academic training, and interest in qualitative and 
quantitative methods of inquiry. The data validator 
provided an outside critical perspective to the investigator 
in the design of the study, the data gathering process, 
analysis of data findings, conclusions and finalization of 
the study. 
3. Non-participant observer-an individual who observed and 
recorded significant data about trainer/group interaction in 
each of the three groups in the culture building session. In 
addition this person observed all of the other activities at 
the workshop and interviewed the trainers. 
4. Trainers-three individuals with extensive experience in 
intercultural training, and experience with this particular 
simulation. 
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Discussion of Procedures 
The study used a triangulated approach as a means of cross¬ 
checking data and safeguarding against investigator's biases (Taylor 
& Bogdan, 1984). Thus data was gathered from more than one 
source-a data validator, the trainers, and the observer, all 
individuals who had knowledge and experience in the theoretical, 
applied and methodological aspects of the study- was included in 
several aspects of the investigation, and data were examined from 
diverse conceptual and theoretical perspectives (Patton,1980). 
Data Gathering 
The data were collected from four sources: written responses 
by workshop participants, observation notes, interviews with the 
trainers, and tape recordings of all sessions. Sections of the 
learning assessment instrument. Appendix II, which contains both 
open ended and specific questions, were distributed to the 
participants during and immediately after the workshop. The 
trainers were interviewed after the workshop and they availed their 
training notes to the investigator. 
In addition to this information, all sessions of the workshop 
were tape recorded in order to obtain a more objective verification 
of both the content and the process of the experience. The same data 
were sought from all of these sources. The learning assessment 
instrument was used as a guide to all data gathering activities. It 
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guided the interviews and helped focus the observations and 
transcriptions of the tape recordings. 
The inquiry focused on three major categories of learnings: 
individual/personal, intra- and intergroup interaction, and cross- 
cultural transition. These categories were established by reviewing 
data collected in similar groups of participants during the past 
seven years. They included written and verbal statements made by 
participants, video and tape recordings of the workshop, and 
participant observations. The learnings included in each of the 
categories were as follows: 
1. Individual/personal: learnings about the personal reactions 
individuals have as they attempt to enter and develop the 
culture to which they are assigned, and of other workshop 
participants. 
2. Intra- and intergroup interaction: learnings about the 
dynamics occurring within each culture and across the three 
cultures during the simulation. 
3. Cross-cultural transition: learnings about the process of 
cross-cultural transition provided by the workshop. 
The above categories constituted the strategic framework of 
the study (Patton,1980). They provided the general areas of focus to 
be explored for greater specificity and detail by the questionnaire. 
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A set of questions was developed in each category addressing 
specific outcomes, reactions, interactions and events which 
occurred in the workshop. The following are the specific dimensions 
in which data were gathered under each category: 
"I. Individual/oersonal. In the individual/personal learnings 
category participants were asked to discuss the culture¬ 
building section of the workshop in order to determine their 
reactions as individuals attempting to enter another 
culture. Participants were asked questions on the 
dimensions listed below: 
a. Reactions and feelings about having to enter and 
belong to another culture; 
b. Closeness or distance of reactions to the assigned 
culture; 
c. Process of engagement and intensity of participation in 
culture-building activities; 
d. Agreement or disagreement with the general framework 
of the culture. 
2. Infra- and interoroup interaction. Intra- and intergroup 
learnings were explored by focusing primarily on the cross- 
cultural contact session of the simulation. In this category 
participants were asked questions on the dimensions listed 
below: 
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a. Closeness and distance dynamics among the three 
cultures; 
b. Effects of power on the intra- and intergroup dynamics; 
c. Closeness and distance dynamics among the members of 
each culture during the cross-cultural contact session; 
d. Effective and ineffective conflict resolution strategies 
employed by the three interacting cultures. 
3. Cross-Cultural Transition. In this category the participants 
were asked to focus on the learnings and integration 
session of the workshop during which most of the 
conceptual input on the process of cross-cultural transition 
was provided, and the integration of the overall experience 
which took place. Questions were formulated on the 
dimensions listed below; 
a. Learnings about the process of cross-cultural transition; 
b. Most and least meaningful steps of the cross-cultural 
transition process for each participant; 
c. Most and least intense steps of the process for each 
participant and group; 
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d. Most and least helpful interventions; 
e. Expectations formed about future experiences with 
cross-cultural transition. 
In the next and last section of the learning assessment 
instrument, participants were asked to assess their pre-workshop 
knowledge on the subject of cross-cultural interaction and 
transition. They were asked to reflect on the learnings they 
reported in the previous section and to assess the extent to which 
these learnings were provided or enhanced by the experience. They 
were also, asked to comment on their overall reactions to the 
workshop as a learning vehicle. 
Analysis of Data 
The data was analyzed to discover significant emergent 
patterns, themes, trends, and motifs. This analysis helped determine 
the impact of the experience on the participants, the scope and 
categories of learnings it elicited, and the process of change the 
participants underwent in interacting with and attempting to 
integrate the three culturally diverse perspectives in the 
simulation. 
The data was analyzed by the constant comparative method of 
qualitative analysis which consisted of four stages: (1) comparing 
incidents applicable to each category, (2) integrating categories and 
their properties, (3) delimiting the theory, and (4) writing theory 
(Glaser & Strauss,1967) . 
As is recommended in this method, the investigator utilized a 
field notes form with wide margins for noting the emerging 
categories and her theoretical memos. The investigator completed 
the first stage of analysis, which consisted of reviewing the raw 
data and coding it into as many categories as possible. She 
compared each incident to be coded with the previous categories 
prior to coding it, and recorded memos about her theoretical notions 
as this process evolved (Taylor & Bogdan, 1984). 
After completing this stage of the analysis she discussed the 
resulting categories and memos with the two other trainers and the 
data validator who were involved in particular stages of the 
analysis of the data in order to solicit their reaction and comments. 
The same process continued through the second and third stages of 
the analysis, during which relationships and linkages between the 
categories were made and the final perimeters of the theory were 
established. Prior to the last stage, however, the investigator 
conferred with the data validator, who purposely argued a 
contrasting theoretical position to the one taken by the investigator. 
This strategy was employed to achieve theoretical triangulation 
prior to arriving at the final stage of the analysis (Lincoln & Guba, 
1985). 
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Rssults from the first stage of analysis were used by the 
investigator in exploring the tape recordings of the exercise. The 
investigator listened to the tapes and related their content to these 
results in order to both verify and further explore the categories and 
memos which had emerged from the analysis, up to that point. She 
also used these results to determine what data was irrelevant to the 
investigation and delete the remaining data after recording her 
reasons for making this decision for each incident (Patton, 1980). 
Subsequently, the tape recordings were transcribed and used in the 
following steps of the analysis. 
After the first workshop the data was analyzed by the strategy 
of the first stage of the method. When this process was completed, 
the results provided the informational base which guided the 
process of the investigation during the second workshop. 
During the workshop the investigator functioned as a trainer to 
one of the three cultures. After the workshop the investigator 
followed the same activities as the other two trainers in the data 
gathering phase of the study. She was interviewed as a trainer by 
the data validator and availed her training notes to be used as data 
in the study. A non-participant observer observed all three trainers 
in the culture building sessions of the workshop for equal intervals 
of time in order to obtain an objective account of the interaction. 
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Scope and Limitations 
The study investigated the scope and impact of learnings 
provided by this training model. It provided the investigator with an 
in-depth and systematic framework for understanding this model. 
The knowledge resulting from this investigation is not necessarily 
generalizeable to other experiential training tools but it points out 
the benefits of the specific elements of the model, i.e., steering 
participants away from dichotomous thinking and using minimal 
structure and design controls in cross-cultural simulations. Other 
primary limitations of the study are; 
1. It is not an efficacy study. It only describes the process in 
terms of this model. It does not show how well the 
exercise works for any other specific purpose. In order to 
determine the efficacy of this model further study would be 
necessary. 
2. It does not prove the process of cross-cultural transition as 
presented by the conceptual tool of the model. It does, 
however, show the relationship between the conceptual and 
the experiential tools of the model and the benefit of this 
relationship. 
3. It does not look interactively at the variables individuals 
bring with them in relationship to the subject and the 
structure of the training model. 
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CHAPTER IV 
ANALYSIS OF DATA AND RESULTS 
This chapter will present the process of data analysis 
employed in this study, and sequentially discuss the relevant 
results for each level of analysis. The structure of the summary 
corresponds to the order of the phases in the workshop. 
Specifically, the chapter is organized in the following 
order: 
1. Summary of Workshop. 
2. Data Gathering Procedure. 
3. Data Analysis and Results. 
Level I. Individual Profiles and Summaries. 
Level II. Group Summaries. 
Level III. Summative Statements of Response 
Categories. 
Level IV. Total Workshop Results. 
Summary of Workshop. 
The Participants. The criterion for selecting the participants 
was graduate or undergraduate training in the fields of 
education, human services, health, mental health, management, 
or other related professions. The participants were obtained by 
invitation. A number of agencies as well as institutions of 
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higher education were informed of this workshop and were given 
the opportunity to provide this training for their managers, 
staff, or students on a voluntary basis. The agencies and 
institutions contacted were: the Massachusetts Department of 
Probation, University of Massachusetts Boston, Lesley College 
Graduate and Undergraduate Schools, Bentley College, and Central 
Boston (Eldercare). 
All of these institutions responded enthusiastically to the 
training. However, scheduling and space limitations prohibited 
some from participating. The institutions which were able to 
participate were University Massachusetts- Boston, Central 
Boston, and Lesley College. 
The desired number of participants for this study was 
twenty. In order to obtain a population of at least this number, 
two workshops were conducted on consecutive days. Fifteen 
participants signed up for each workshop; however, a total of 
twenty-three participants actually attended the workshops. 
The participants in the first workshop were human 
services professionals and managers, while the participants in 
the second workshop were educators. Specifically, the first 
workshop was comprised of Central Boston staff and managers 
and University of Massachusetts students in human services. The 
second workshop was attended by Lesley College Graduate 
students in education and special education. The difference in 
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profession between the participants in the first and second 
workshops was arranged in order to fulfill the requirement of 
conducting the workshop in two different professional settings, 
although physical space limitations dictated that the workshops 
be held in a single facility. 
The ages of participants ranged from twenty to fifty. One 
participant was over fifty-five. The group consisted of English 
speaking Americans some of whom were children of immigrant 
European cultures. Although a concerted effort was made to 
invite a racially and culturally heterogeneous group of 
participants, the group that attended the workshop was not 
racially mixed. There were only two male participants in the 
group. In contrast, the trainers were a culturally and racially 
diverse group. 
The Workshop. As discussed in Chapter One of this 
dissertation, the Somis, Amicans and Nirions simulation is a six- 
hour workshop designed to provide participants with meaningful 
learning about the process of cross-cultural transition. The 
workshop consists of three phases; (a) culture building, (b) 
cross-cultural contact, and (c) learnings and integration. These 
phases constitute separate, sequential sessions in the workshop. 
As previously mentioned, two workshops were conducted in 
this study, using identical content, structure, training staff, and 
materials for each. Each day began with a brief introduction of 
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th6 trainers, the workshop format, and the schedule. In addition, 
the concept of culture on which the workshop was based was 
presented to the participants. 
The schedule of the workshop was as follows: 
Time: 15 min. 1. a. Introduction 
b. Definition of Culture 
c. Forming Groups 
Time: 120 min. 2. Culture Building Phase 
60 min. 3. Lunch 
90 min. 4. Cross-Cultural Contact Phase 
120 min. 5. Learnings and Integration 
After this brief introduction, the participants were 
arbitrarily divided into three groups. Each group was assigned a 
trainer. The groups convened separately for the culture building 
phase of the workshop. 
Culture Building Phase 
This session began with the trainers distributing to the 
participants a general description of their hypothetical culture's 
framework. The groups were given no information regarding the 
cultures of the other two groups. Trainers were most active 
during this part of the workshop. They aided the groups by 
modeling the necessary culture building skills and behavior for 
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each group. They asked guiding and clarifying questions, and led 
the group in collaboratively constructing a culture based on the 
information contained in the general framework. As participants 
began demonstrating the desired skills and identifying with the 
hypothetical culture being developed, the trainers became less 
active. 
Subsequently, the trainers focused on helping the group 
prepare for the role-play to take place in the next phase of the 
workshop. Specifically, they assisted the participants in 
deciding the roles they would play in order to represent their 
hypothetical culture (he) in the meeting with the other groups. 
The last activity of this session was actually to practice the 
roles chosen by the participants in order to ensure that the 
behavioral cues and content of the culture were clearly 
portrayed. 
Cross-Cultural Contact Phase 
Participants were instructed to come to the room where 
the Somi group had convened. They entered the room in role. 
Meanwhile the Somis, who were responsible for calling the 
meeting, had prepared the room for this purpose. As the groups 
entered it became immediately clear that there were significant 
behavioral differences among them. The Amicans behaved in a 
stylized, formal manner and maintained close physical proximity 
with one another. The Nirions, on the other hand were emotive. 
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talked louder than the other groups, greeted people with great 
joy, and gestured and touched a lot. These behaviors were 
dissimilar from the Somis, who became surprised and somewhat 
stunned at these differences. 
One of the first confrontations between the cultures was 
the seating arrangement, which the Somis had carefully selected 
to facilitate the meeting and according to their cultural 
assumptions. The other cultures, having different preferences, 
rearranged the seats to suit their needs. This precipitated the 
Somis' reactions to the situation. 
As the session progressed, such differences continued to be 
manifested, and attempts were made to negotiate acceptable 
resolutions by the three groups. Most of these attempts failed, 
however, as the cultures became increasingly frustrated with 
the diversity they encountered, turned to the members of their 
own group for support and advice, and eventually became 
ethnocentric. There were very few moments of closeness 
between the cultures during this session. On occasion the 
cultures chose to meet in caucus or leave the room in order for 
group members to consult privately with one another. 
The groups role-played for approximately one hour. The 
trainers ended the session when sufficient interaction had taken 
place to allow for meaningful learnings. They subsequently 
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asked the participants to reconvene as a total group for the last 
phase of the workshop. 
Learnings and Integration PhasR 
This phase of the workshop followed the specific outline 
described in the first chapter of this dissertation. The general 
areas of discussion included (a) sharing the stereotypes each 
group had formed about the others, (b) each culture responding 
to the stereotypes by sharing the actual culture they had 
developed, (c) sharing reactions to the culture building phase, 
(d) sharing reactions to the cross-cultural contact phase, (e) 
listing of learnings, and (f) general comments and reactions. 
At the end of this session a summarized version of the 
Model of Cross-Cultural Synthesis and Growth was distributed to 
the participants and discussed briefly as the basic concept 
underlying the experience. 
Data Gathering Procedure 
As specified in the methodology section of this 
document, data were gathered by means of a Learning 
Assessment Instrument, which was divided into sections 
corresponding to the phases of the workshop. The first part of 
the instrument was distributed at the end of the culture building 
phase. This section requested journal data from participants 
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about their reactions, as well as observations about group 
dynamics and the behavior of other participants in their group. 
The same type of data was requested following the cross- 
cultural contact phase of the workshop. In order to avoid biasing 
or directing the responses of participants, the journal data was 
gathered prior to any conceptual input by the trainers or other 
participants in the workshop, as well as prior to presentation of 
the conceptual model. 
Following the last session of the workshop and the 
presentation of the model for cross-cultural synthesis and 
growth, however, a more directive approach was employed. The 
participants were asked to respond in writing to the open ended 
questions in the guided interview section of the Learning 
Assessment Instrument. This section contained questions 
relating to all sessions of the workshop, and paralleled the 
journal data collected in the previous section. It also asked for 
participants' reactions to the workshop as a training instrument, 
and for any other comments they wished to make. 
In addition to the journal and guided interview data, all 
sessions of the workshop were tape recorded in their entirety 
and the series of audio tapes was used as a third source of data. 
Other sources of information were the observer's notes and her 
summaries of the trainers' debriefing sessions. 
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The steps of the data gathering process outlined above are 
described in greater detail in the methodology chapter of this 
document. In the same chapter, all methodology procedures are 
also outlined with greater specificity. 
Data Analysis and Results 
The data were analyzed by the constant comparative 
method, which is discussed in Chapter Three of this dissertation 
As previously mentioned, this procedure rendered four levels of 
analysis. These levels, as well as the results they yielded, are 
discussed below. 
Level I. Individual Profiles and Summaries 
The first level of analysis produced an individual profile 
for each participant which consisted of a summary of the 
participant's comments and responses regarding Phase A and 
Phase B of the workshop. These profiles were structured in the 
following way. 
Step 1. The first step in this process was the careful 
review of the journal data from the first workshop 
regarding Phase A, Culture Building and Phase B, Cross 
Cultural Contact. Categories of responses were 
constructed on a field notes form, as specified in the 
methodology section. 
167 
Step 2. The categories for Phases A and B of the 
workshop were validated by a data validator. This step 
involved review of all categories by the data validator, 
and discussion with the primary investigator about their 
meaning and scope. 
Step 3. The guided interview section of each Learning 
Assessment Instrument was reviewed and analyzed 
using the constant comparative method. The data on the 
guided interview section were compared to the 
categories formed from the journal data (Steps 1 and 2). 
This step served to further validate the data, as it 
allowed the investigator to de-select any redundancies 
or irrelevant information prior to finalizing the first 
level of analysis. 
When disparities occurred between the data on the 
guided interviews and the categories formed by the 
investigator, the categories were modified in favor of 
the participants' comments from the journals. This rule 
was also followed in the case of differences of opinion 
between the first investiagator and the data validator. 
Specifically, when such differences were encountered in 
constructing categories or summarizing data, the data 
were de-selected unless there was consensus between 
these individuals as to the meaning of the data, and the 
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contGnt and scope of each category. The de-selection 
rule was used throughout the analysis of data in this 
study. 
Step 4. One Learning Assessment Instrument per 
workshop from each hypothetical culture was chosen 
randomly. The total of six instruments selected in this 
fashion was then reviewed by a second data validator 
who, after an in-depth analysis of the responses in this 
sample, validated all of the categories which had been 
constructed using the full set of questionnaires (Steps 1 
through 3). 
Step 5. The categories derived from the journal and 
guided interview data were summarized into individual 
profiles for each participant in the first workshop. 
Step 6. The data from the second workshop were 
analyzed following steps 1, 2, and 4 of the above 
procedure. 
Step 7. Key sections of the tape recording were 
reviewed and compared to the data included in the 
individual profiles. 
Step 8. The individual profiles were reviewed by the 
data validator. 
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The data included in each profile was organized under 
several general categories. An example of an individual profile 
is presented below. In the individual profile as well as 
throughout the data analysis, the hypothetical culture is refereed 
to as he and the personal culture background of the individual as 
pc (See Figure 2, page ). 
Results 
In the first level of analysis data were reviewed to 
determine themes and categories of responses as well as 
individual differences and commonalities. Attention was placed 
on what represented individual versus group behavior and 
reactions. 
Clearly this study was not designed to determine the 
relationship between individual characteristics such as 
personality and learning style to the content and process of the 
training model. However, individual differences were apparent in 
the data as were patterns of group behavior. Though no attempt 
is made to interpret or generalize individual behavior, it was 
reviewed as representing individual preferences, or style 
differences. 
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A. Culture Building Pha.gp 
PERSONAL: This person entered this session with difficulty. She 
was skeptical and unmotivated. She "drew a blank" and did not 
know how to go about the task. "1 am not a creative and 
imaginative person." However, she soon became involved and 
enjoyed the experience. She felt the he was significantly 
different from her pc, especially around its male leadership 
norm, but she had a minimal reaction to it. She saw this as 
unreal play acting. At the end of the session she felt it was 
"terrific to go with the flow." 
GROUP; This participant felt "relieved that the other group 
members started interacting." Their participation helped her to 
join the group. "The group was polite at first and then started 
joking." The joking helped her relax and join in. She saw her 
attitude change about the people in the group. At first she 
thought they were not serious about this workshop. They proved 
to be different than I thought." 
LEARNING: Awareness of attitude change toward individuals in 
the group. Awareness of performing a task for which she felt not 
skilled or talented. 
TRANSITION STEPS: Entry, Either/Or. Transition by 
identification with the group and enjoyment of the activity. 
Mostly identified with pc. 
INTERACTION STYLE: Gradual involvement. Primarily cognitive. 
Engaged. 
Figure 2. Sample Individual Profile 
WORKSHOP TWO (NIRIONS) 
Figure 2 continued on next page 
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Figure 2 continued from previous page 
E_Cross-Cultural Contact Phase 
PERSONAL; This participant was very involved in this session. "I 
thoroughly enjoyed this part." She had the role of a male child. 
"Many of the behaviors of our culture are things 1 would like to do 
in situations but do not dare." She felt polarized from the other 
groups and very identified and supportive of her he. She gained 
insight in her own behavior by observing members from the other 
cultures and saw important inconsistencies in her attitude. She 
always supported her he and loved the humor it brought into the 
interaction. She was able to suggest synergistic alternatives. 
GROUP; She saw the groups as polarized with some points of 
closeness. She saw power dynamics, the Amicans were 
"swinging between closeness to other groups". She felt there 
was a point of closeness among the cultures, namely, their 
mutual respect and importance of education. However, this 
moment was brief. She felt her culture was powerful in the 
session, especially when fighting on issues. They were less 
powerful when they "became silly" and took roles too far. She 
felt embarrassed by the most outspoken member of her culture 
but also proud that he was so daring and courageous. Her loyalty 
to her culture prevented her from showing this ambivalence. "I 
knew who we were... Active, animated, fun loving. This is 
important in my life." She felt frustrated. 
People from other hes were irritating and talked too much. The 
Amicans were too slow, asked too many questions and did not say 
enough, but they were sweet and mellow. "The Somis were 
obnoxious, tight and narrow, no humor. They were annoyed at us 
and became more and more angry. I felt pleasure in annoying 
their leader. The represented everything in life I hate". 
LEARNING; Awareness and insight into personal behavior and 
inconsistency in attitudes. 
TRANSITION STEPS; Confrontation, either/or, some creative 
questioning. Transition by identification and comparison. 
INTERACTION STYLE; Primarily affective with some cognitive 
involvement. 
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The first level of analysis revealed no significant 
differences in the experiences of the participants between the 
two workshops and across cultural groups. Although specific 
interactional dynamics varied slightly per workshop and group, 
these differences did not significantly affect the reactions of 
participants in each group. For example, the first workshop was 
somewhat less intense than the second one, as indicated by the 
tone and activity level of the groups. The trainers, observer and 
tape recordings clearly documented this difference. In reviewing 
the participants' responses, however, the same types of 
reactions, observations and learnings were reported by 
participants of both groups, regardless of these dynamics. 
Furthermore, some groups, i.e., the Amicans in the first 
workshop, reported a power struggle with one person in their 
group, though such dynamics occurred with different intensity in 
each group, the groups developed similarly and the participants' 
observations and experiences were almost identical across 
groups. Specific data regarding the task and process related 
dynamics of the groups will be discussed in the following levels 
of analysis. 
The data showed some individual differences among 
participants in the manner in which they entered and became 
involved in the activities of the workshop. There were also 
individual differences in the aspects of the training experience 
which became most salient for each participant. 
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One of the main differences in the participants’ behavior 
concerned differences in their interaction style. Some 
participants entered the workshop by attempting to understand 
and relate to the task and the total experience cognitively. Other 
participants entered the group by focusing on their emotions and 
whether they could affectively relate to the task and the 
experience. Most used a mixed interaction style with a 
predominant tendency such as a primarily cognitive style with 
evidence of identifying and expressing their own emotions and 
relating to those of others. A consistent pattern in the data was 
a change in style between the first and second phase of the 
workshop for all participants. Although the styles were mixed in 
the first phase, in the second phase most participants 
demonstrated a primarily affective involvement in the exercise. 
The second phase was the cross-cultural contact phase, and 
participants' comments showed that it evoked strong affect and 
intensity. In addition, there were differences in the way in 
which individuals related to the trainers. Some individuals 
mentioned being the "trainers’ helper" or indicated some other 
form of identification with the trainer. Apart from these 
individuals, however, there was relatively little mention or 
reaction to the trainers. 
There were differences in the ability and manner in which 
individuals related to their group. Some individuals entered the 
group slowly and eventually were pulled in by the group. Others 
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became actively engaged from the beginning. There were those 
who related to the group by taking responsibility for the task and 
attempting to motivate and organize the other members in 
accomplishing the goals of the group. A few reported feeling at 
odds with their group at certain times in the first and second 
phase of the workshop. These differences reflected individual or 
style differences which might arise in any training or learning 
situation. They were not interpreted as stemming from the 
intervention. 
There were only two individuals who consistently 
mentioned feeling isolated and distant from their group. One of 
these individuals had a previous work commitment and could only 
stay through the morning session. The participant reported 
feeling she had become too critical and impatient with others 
and had not really grasped the task. 
The second participant who felt distant and isolated 
related to her hypothetical culture in an interesting manner. She 
immediately identified with the general framework of the 
culture. She assumed a stance of knowing this culture better 
than the others in the group and saw them as illogical and 
inexperienced. During the second phase of the workshop she 
played the role of the elder, a central figure in the culture and 
role-play. This decision was influenced to some extent by the 
trainer, who felt this participant's leadership behavior would 
become more contained and less destructive to the group if she 
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were to be formally designated a position symbolizing some form 
of leadership. This participant was active, verbal, and at times 
argumentative especially during the first phase. However, this 
participant stated she felt isolated and held back by the group. 
This participant's behavior was interpreted as stemming from 
individual rather than workshop related factors. 
One interesting finding was the difference in the patterns 
of engagement among the participants. Participants became 
engaged in this activity by identifying or being drawn by several 
dimensions of the experience. The engagement patterns included 
(a) identifying with the hypothetical culture and comparing it to 
the personal culture or vice versa, (b) contrasting the 
hypothetical culture and the personal culture, (c) identifying 
completely with either one of the cultures, (d) identifying with 
and being drawn by the task or trainer, (e) identifying with the 
hypothetical culture and relating to the group in a critical and 
reactive manner. This variation indicates that there is no set 
pattern or manner by which individuals became engaged in cross- 
cultural transition. Rather the pattern of engagement of each 
individual differs according to personality factors, previous life 
experiences, and circumstances 
A constant pattern which emerged from the data was that, 
with very few exceptions, participants entered the workshop 
with some reticence and uncertainty. However, everyone 
transcended these feelings within the first hour of the workshop. 
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Another clear and consistent pattern in the data was that 
participants were captured by the experience, and were able to 
learn about the process of cross-cultural transition regardless 
of their individual differences. 
Finally, the first level of analysis established that all 
participants who completed the workshop experienced cross- 
cultural transition. This result was determined n two ways. As 
discussed at length in the first chapter of this dissertation, 
cross-cultural transition was conceptualized as a movement 
between value, behavioral, cognitive, or emotional paradoxes 
posed by contrasting cultural contexts. All participants' journal 
data revealed such movement. They experienced differences 
between their personal and hypothetical cultures, as well as 
their hypothetical culture and the others in the exercise, and 
attempted to bridge the distance between these differences. 
Secondly, participant's responses to direct questions in the 
guided interview section of the questionnaire which addressed 
whether they experienced cross-cultural transition were all 
positive. 
Thus the first level of analysis explored individual 
differences in the participants' behavior and established general 
patterns of behavior which were common to the majority of 
participants in the two workshops. No significant differences 
were found in the patterns of behavior and reactions of 
participants between the two workshops. Subsequently the data 
177 
W6r© analyz6d to dotGrmin© whGthor thor© w©r© any significant 
diff©r©nc©s in participants' ©xp©ri©nc© which d©p©nd©d on th©ir 
m©mb©rship in on© of th© hypoth©tical cultur©s, i.©., Somis, 
Amicans and Nirions. 
L©v©l II. Group Summari©s 
Th© individual profil©s w©r© compil©d into group 
summari©s (Somis, Amicans, and Nirions) in th© following 
mann©r: 
Stop 9. All individual profilos w©r© r©vi©w©d, and 
cat©gori©s of r©spons©s w©r© d©t©rmin©d for th© data from 
both Phas© a, Cultur© Building and Phas© B, Cross-Cultural 
contact. 
St©p 10. Th© cat©gori©s constructod in th© abov© stop w©r© 
r©vi©w©d and validatad by th© data validator. 
Stop 11. Th© rolovant participant rosponsos from ©ach 
workshop wor© listod by group (i.©., Somis, Amicans, and 
Nirions) undor ©ach category constructed in th© previous 
steps (Steps 9 and 10) for both th© A and B phases of th© 
workshop. A sample of these categories is included in 
Appendix IV. Th© following response categories were 
developed for Phas© A and Phas© B of th© workshop. Phas© 
A: (1) Cultur© Building, (2) Diversity in th© Group, (3) 
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Tension Between Hypothetical Culture and Personal 
Culture, (4) Task Related Responses, (5) Group Process, (6) 
Involvement Level, (7) Attitude at the End of the Session. 
Phase B: (1) Self-Related Responses, (2) Other Related 
Responses, (3) Hypothetical Culture-Related Responses, (4) 
Other Hypothetical Culture-Related Responses, (5) 
Intergroup (Hypothetical Culture) Related Responses, (6) 
Coping-Related Responses, (7) Metapolarization Responses. 
Results 
This stage of analysis revealed a clear pattern of 
consistency across groups with regard to the experience and 
learnings of participants as well as the inter- and intragroup 
dynamics which took place in the workshop. With the exception 
of this consistency there were no other significant findings in 
this level of analysis. In order to achieve greater specificity and 
establish a basis for comparison, these data were further 
condensed and simplified. Brief statements were constructed 
for each response and multiple responses were divided into 
several shorter statements. 
Level III. Summative Statements of Response Categories 
Summative statements per category and group were 
constructed as follows: 
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Step 12. A chart was formed for each of the categories 
constructed in Steps 9 and 10 indicating the number of 
participants per response. A summative statement, 
representing in narrative form the information contained in 
each chart, was prepared and written below each chart. 
These statements included: (a) a summary of the 
predominant response or responses for each category, and 
(b) some examples which indicated the range of individual 
responses. 
Step 13. The summative statements of each of the three 
groups, Somis, Amicans, and Nirions, were grouped together 
for Phases A and B of the workshop. 
Step 14. A total workshop summary was constructed after 
reviewing the summative statements of each group and 
comparing them to those of others. 
All charts and summative statements have been included in 
Appendix V. Furthermore, one chart and summative statement 
for Phase A of the workshop is included below as an example of 
the method used in this level of analysis (see Figure 3). 
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Results 
This level of analysis confirmed the findings of the 
previous level that there was a surprising consistency across 
cultural groups in the experiences of the participants, 
interactional dynamics, and issues raised in each group. A 
summary of the patterns identified is discussed below by 
workshop phase and response category. The term 
metapolarization was constructed in order to describe thoughts, 
emotions, attitudes, behavior, or strategies which reflected a 
shift beyond polarization and toward a synergistic integration of 
cultural differences. All such comments and reactions were 
included in category seven which bears the heading 
Metapolarization Responses. 
Culture Building Phase 
Categories: 
1. Culture building: The participants felt culture building 
was difficult initially. The cited the novelty of the task and 
group as the major factors contributing to this difficulty, 
another factor in most of the groups was power or leadership 
struggles which developed with some participants. However, 
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B: Cross-Culture Contact Phase 
Response Categories 
1. Self-Related Responses 
PARTICIPANT # 
RESPONSE 4 25 26 28 72 
73 
Identified with he X X X X X 
Close and supportive of he X X X 
Frustrated X X 
Disappointed X 









Needed more info X X 





Needed to go beyond struggle X 
Summative Statement 
During this session the Amicans felt identified, close, and 
supportive of their he. Some members were frustrated by the 
conflict and polarization. Several Amicans felt laughed at, 
ridiculed, and not taken seriously. Most members felt some form 
of self diminishment. Individual responses also indicated 
confusion, intensity, fear, need for more information, 
disappointment and defensiveness. One individual felt distant 
and isolated from the group. 
Figure 3: Sample Analysis of Group Responses 
(Amicans) 
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these difficulties did not prevent the group from jelling and all 
participants from becoming involved. This change was 
accomplished within the first hour of the workshop. The cultural 
framework distributed in the beginning of the session, the 
trainers, and the cooperative spirit of the groups were mentioned 
by some participants as the main factors facilitating this 
change. 
2. Diversity in The Group: Participants' responses clearly 
indicated that the groups were diverse. There were individual 
differences in style, perspective, and approach. However, the 
groups were able to integrate this diversity effectively. 
3. Tension Between Hypothetical Culture and Personal 
Culture: For most individuals the hypothetical cultures were 
different from their personal ones. It was difficult for 
participants in general to break out of the perspective of their 
personal culture. Some members of each hypothetical culture 
had difficulty with some of its dimensions; however, they felt 
good about the overall culture. One person felt her hypothetical 
culture was almost identical to her personal culture. 
4. Task Related Responses: The consensus among 
participants in all groups was that the groups worked well 
together. They integrated their differences, accomplished the 
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task on tim©. In addition thoy d6v©lop0d culturos participants 
liked, identified with, and supported. 
5. Group Process: The consensus among participants in all 
groups was that the group process was a good one. One individual 
was unable to feel part of the group. Others felt it was amazing 
that the groups bonded so quickly and were able to integrate 
diversity so effectively. 
6. Involvement Level: all participants stated they became 
involved and engaged in this experience. 
7. Attitude at the End of the Session: The cultures had 
bonded well by the end of the session. The members were 
identified with and supportive of their culture. The groups were 
able to take on the culture and the roles for the role-play. There 
was a feeling of closeness in each group. 
Cross-Cultural Contact Phase 
Categories 
1. Self Related Responses: This category consists of the 
participants' description of feelings, reactions, and experiences 
in this phase of the workshop, they reported feeling the cultures 
were polarized and in conflict. During this session they felt 
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intense, defensive, lonely, frustrated, self diminished, ridiculed, 
confused, angry and helpless. 
2. Other Related Responses: Participants felt people 
outside their group were against them. The cultures were 
distant and adversarial with one another. 
3. Hypothetical Culture Related Responses: All 
participants identified with and defended their culture 
regardless of its actions or behavior. They felt a great deal of 
loyalty for their hypothetical culture. At times some 
participants felt critical of their culture's actions and 
strategies. However, they always defended the culture. 
4. Other Hypothetical Culture Related Responses: The 
cultures were dissimilar, polarized, and in conflict with one 
another, the participants were intensely aware of power 
struggles and control dynamics. There was a great deal of 
stereotyping of other cultures ,i.e., the Somis were called rigid, 
irritating, controlling, power oriented; the Nirions loud, rude, 
unintellectual, controlling; and the Amicans slow, unintellectual, 
wishy-washy, irritating, and controlling. 
5. Intftrnroup mvoothetical culture) Related RgSPOhSes: 
The meeting between the cultures was described as fraught with 
conflict, distance, and polarization. As one participant stated, 
"All hell broke loose from the beginning." At times there was 
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some closeness among the "minority" cultures but they were 
never close to the Somis. 
6. Coping Related Responses: The participants used a 
variety of coping mechanisms in order to effectively deal with 
the situation. The predominant reactions were to identify with 
the hypothetical culture and defend it whenever it was 
threatened from the outside. Most participants became defensive 
and angry. Individual responses included becoming vengeful, 
withdrawn, wanting to escape, and feeling torn. 
7. Metapolarization Responses: Despite the above- 
mentioned negative reactions there were very few participants 
who did not make statements indicating ability and willingness 
to transcend the conflict and think of ways to bring the groups 
together, the exact number is difficult to determine because 
some individuals did not respond to all questions in the Learning 
Assessment Instrument, contextual data, however, show that all 
participants made statements indicating willingness and 
investment in resolving the conflict and communicating more 
effectively across cultures. The strongest pattern in the data, 
therefore, was that all groups wee able to make synergistic 
suggestions and go beyond ethnocentrism and polarization by the 
end of the workshop. 
This level of analysis established that the workshop 
produced consistent experiences and dynamics for the 
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participants of all groups. Both phases were successful in 
bringing about meaningful learning about cross-cultural 
transition. 
Phase A engaged individuals in articulating and comparing 
their own personal cultural perspective to the hypothetical 
culture. This process achieved an articulation of one's own 
culture and experience in understanding a different culture, as 
well as knowledge and experience of the interrelationships of 
the various dimensions of culture in general, thus, this phase 
provided the opportunity to acquire self and cultural awareness 
and to experience and understand aspects of intercultural 
interaction, as well as obtain culture specific knowledge. This 
was achieved by the participants' need to understand and relate 
to the general cultural framework which was designed to differ 
in some respect from the mainstream culture in the united 
States. As individuals attempted to understand these 
differences in order to contemplate the hypothetical culture, 
they had to compare and contrast it to their own. The 
participants' responses document this contrast comparison as 
well as their difficulty in letting go of their own culture. 
Phase B of the workshop allowed participants to explore 
crucial dynamics of intercultural interaction. Majority/minority 
interaction issues were the focal point in this session. The 
participants' responses utilized the terms "minority" for the 
Nirion and Amican cultures and "majority" for the Somis. It 
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should be noted that although the description of the setting 
provided by the investigator stated that all cultures lived in the 
country of Somi and that the principal of the school was a Simi, 
no mention was ever made of majority/minority dynamics. The 
participants utilized their previous life experiences in naming 
the power dynamics in this manner. 
In Phase B, cultures struggled to maintain their identify 
and self respect. Power dynamics and conflict were the 
predominant interactions. Intensity, self diminishment, 
defensiveness, confusion, loss of control, and frustration were 
some of the predominant reactions participants reported. 
Specifically, the cultures experienced confusion as they entered 
Phase B of the workshop. Regardless of their cultural context 
and power position in the meeting, each culture experienced its 
preferred practices and values as being threatened by the 
existence of the other two. The immediate response was to 
defend and try to get their point across more forcefully. 
Conflict, polarization and ethnocentrism ensued. Identity 
became central to the cross-cultural interaction. This was 
evidenced in the participants' responses as well as the 
observer's notes. 
More specifically, maintaining or regaining identity status 
became a central concern of all cultures. Each culture perceived 
its identity as being threatened or injured by the others' 
ethnocentric behavior. Simultaneously, they stereotyped and 
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misinterpreted the actions of others. Identity loss and 
ethnocentrism appeared to echo each other as dynamics in the 
session. It should be noted that the observer felt the identity 
issue surfaced much earlier in the workshop. She noted that 
participants who were assigned to the cultures they interpreted 
as minorities (i.e.., Amicans and Nirions) immediately attempted 
to build a culture which restored what seemed to be a position of 
lesser status to that of the Somis. The observer traced the 
concern for a strong positive cultural identify in the very 
beginning of Phase a of the workshop. Furthermore, the observer 
reported that the Somis spent far less time establishing cultural 
identity than did the other two cultures. This finding may be 
partly due to the concern Somis felt for preparing for the 
meeting, a feature absent in the other culture groups. However, 
the finding of the relationship between identify and 
ethnocentrism is a significant one. It indicates that when 
identity is threatened ethnocentrism is maximized and 
polarization is heightened. 
Thus Phase B allowed the participants to explore the 
complexities of the process of intercultural interaction, and 
especially power and control and their negative influence on 
intercultural interaction. Cross-cultural transition dynamics 
were intensified during this session. Despite the intensity, 
complexity and negative dynamics, however, participants were 
able to go beyond this polarization and seek synergistic 
resolutions. This was evidenced by the data obtained by the 
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guided interview section of the Learning Assessment Instrument 
referring to the Learnings and Integration or Phase C of the 
workshop. 
As discussed in Chapter One, the exercise was constructed 
to provide a third cultural option and to steer participants away 
from bipolar comparisons. The presence of three cultures in this 
session seemed to be a crucial factor in providing participants 
with an opportunity to experience an interaction of differences 
rather than mutually exclusive and contrasting perspectives. 
This in itself produced a synergistic process by avoiding bipolar 
dichotomies. Participants' responses demonstrated their 
attempts to integrate the three cultural alternatives throughout 
Phase B of the workshop. Their stereotypes, strategies, 
emotions and reactions all reflected differential responses to all 
three cultures. 
The data analyzed thus far relate primarily to the first two 
phases of the workshop. All responses relating to the process of 
cross-cultural transition were given by the participants in 
journal form or as open-ended questions. This strategy allowed 
for participants' responses prior to any conceptual input by the 
trainers and the presentation of the Model for Cross-Cultural 
Synthesis and Growth. 
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Level IV.—Total Workshop Results 
Step 15. The workshop learnings reported by all 
participants were reviewed, compiled into learning 
categories, and summarized. These data referred primarily 
to Phase C of the workshop. 
Step 16. A summary of overall workshop comments made 
by the participants was constructed. 
Step 17. All demographic data were summarized. 
Step 18. The results from all previous levels of analysis 
were reviewed by the data validator. The data validator 
posed a theory opposing the principal investigator's 
perspective for further validation of the findings prior to 
finalizing the results. 
Results 
This level of analysis consisted of an in-depth review of 
the data referring to (a) the Learnings and Integration of Phase C 
of the workshop, (b) the process of cross-cultural transition, and 
(c) the overall reactions to the workshop. These data were 
reviewed, categorized, and summarized. Furthermore, they were 
compared to the results of the previous levels of analysis. 
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The participants' comments regarding the Learnings and 
Integration Phase of the workshop were consistently positive. 
They felt the process of having each hypothetical culture report 
all the stereotypes they had formed about the others prior to 
being given information about the other cultures was a powerful 
experience. The session helped them concretize the learnings 
from the entire workshop. According to their statements it 
helped them understand how easily, quickly, and automatically 
individuals can form stereotypes of each other even when they 
are trying to do the opposite. It also helped them understand the 
importance of not making assumptions and staying open to others 
in the process of cross-cultural transition. Figure 4 represents 
a sample of the stereotypes formed by the members of each 
culture about the others. 
Participants were able to see ethnocentric behaviors not 
only in others but in themselves. They felt the polarization and 
closemindedness and saw themselves behave in ways of which 
they ordinarily disapproved. In addition, they saw the other 
groups, and more importantly, their own culture become 
polarized and adversarial. 
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Not very organized 
Not very logical 
Do not raise children with 
guidelines 
Perceive themselves as problem 
free 
Proud and righteous 









Give children too much freedom 
Did not respect authority 










Rude and inconsiderate 
Impatient 




Forced their own authority 


















Talked too much with no 
solutions 
Health oriented 
Weak on the outside 
Didn't discipline children 
Sample of Stereotypes Formed by Participants 
Figure continued on the next page 
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Figure 4 continued from the previous page 
Boring and dry 
Unemotional 
Inhumane and cruel 
Manipulative 
Technically educated but 
not intelligent 
Not as warm as we are 






















Matter of fact 
Accomplishment oriented 
Too detailed oriented 












Possible child abuse 
Sexist 
Women oppressors 
Content among themselves 
Good natured 
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Participants praised the last session as one in which they 
gained conceptual understanding and integration of the workshop 
learnings. They suggested extending the last session beyond two 
hours so that there could be addition discussion and exploration 
of specific applications of the concept to professional and life 
situations. 
A key dimension in this phase was the presentation of the 
Model of Cross-Cultural Synthesis and Growth. The participants 
reported finding the model interesting, helpful and accurate in 
describing this process. Specifically, they understood the made 
use of the model when asked which steps were most and least 
meaningful to them in this workshop. One participant felt she 
did not have adequate time and interaction with the model to 
fully understand it. With this exception, all other participants 
responded positively to and utilized the model. 
These responses, combined with the responses revealed in 
the journal data explored in the first level of analysis 
established a clear pattern in participants’ experience of the 
steps in the model, all participants in Phase A experienced 
primarily Entry. The Either/or was the step receiving the second 
largest number of responses and Confrontation was the third. 
Only two participants reported Creative Questioning behavior and 
one reached Integration. The latter participant was the only 
member of the group whose chronological age was over fifty-five 
years. 
195 
In Phase B participants reported Confrontation as the 
predominant step. Either/Or was the second most chosen step, 
and Creative Questioning the third. Three participants reported 
Both/And behavior and only one reported Integration behavior. 
This was the same older participant who was able to produce 
Integration behavior in Phase A. These findings support that 
cross-cultural transition is a process which evolves over time. 
They further indicate that prior experience and contact with 
other cultures have a cumulative effect on individuals’ 
experience of cross-cultural transition. They also demonstrate 
that the exercise exposes participants to cross-cultural 
transition in a gradual manner. 
Thus the data supported the model as accurately portraying 
the experience of Cross-Cultural Transition. In addition, it 
appears that the exercise involves participants in the transition 
process effectively and sequentially. This gives further support 
to the conceptualization of cross-cultural transition as an 
ongoing and dynamic process. 
A sample of participants' statements about the last phase 
of the exercise, their learnings, and reactions to the overall 
workshop are provided below (see Figures 5 and 6, pp ) in order 
to reflect the tone and spirit of the experience. 
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When asked to comment on the overall workshop experience 
the participants were overwhelmingly supportive. The only 
comments which can be interpreted as criticism involved the 
room in which the workshop took place. Some participants felt 
it was too small a space for this activity. There was also a 
comment about extending the workshop beyond six hours in order 
to interact more with the concepts and other participants. The 
remaining comments, however, were supportive and enthusiastic 
about the learnings and the format of the exercise. Some of 
these comments are listed in Figure 5. 
Prior to finalizing the last level of analysis a total 
workshop summary of finding was constructed, the data 
validator reviewed the results and the Total Workshop summary 
and, in accordance with the requirements for triangulating the 
theory, posed a contrasting theory. 
The data validator argued that it was group dynamics and 
not the workshop which elicited the findings. After reviewing 
the findings from this perspective it was concluded that the 
exercise utilized and worked in combination with group dynamics 
to produce the desired effects. 
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"Cross-Cultural Transition is extremely complex and it 
required a very high level of awareness in order to 
effectively grow." 
"Cross-Cultural Transition is very complicated but it can be 
understood and dealt with with positive outcomes." 
"Cross-Cultural Transition will be educational in the future. 
Each contact will encourage growth and personal awareness." 
"Intensity and conflict are inherent in the process of Cross- 
Cultural Transition." 
"Cultures are so defensive when they are made to feel 
powerless... Cultures are made to feel so powerless." 
"Despite good intentions there were many misconceptions 
about groups and individuals." 
"We were all ignorant based on our own cultural 
assumptions." 
"One of the main learnings was DO NOT ASSUME" 
Figure 5: Participants' Summary Statements of 
Learnings 
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"It was remarkable that once our culture was established 
that I would take personally the criticisms from the other 
cultures. It was also amazing that 1 defended ways which 
are contrary to my own." 
"The intensity of emotion was remarkable." 
"It was really much more interesting and exciting than I 
had imagined. It was a real learning experience, great 
insights and really fun as well. I loved the feeling of 
closeness with the members of the group. It is amazing 
how it happens in such a short time frame." 
"I wasn't thrilled waking up on a Saturday morning but 1 
became so interested and emotionally involved.: 
"Very intense, worthwhile, had some fun. 1 want to share 
my experience with other people." 
"EXCELLENT a'10'." 
"We are in it together." 
"Enjoyed it a lot and learned a lot. Thanks." 
"Thank you for the experience." 
Figure 6: Participants' Reactions to the Workshop 
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Clearly group dynamics were a large factor in the 
consistency of the process dimension of the workshop. Some of 
the interactional themes can also be explained in the light of 
group dynamics such as leadership struggles, group membership, 
group cohesion, and intergroup interaction. However, all 
participants articulated and identified with the cultural and 
intercultural content and interactions embedded in the exercise. 
They used expressions such as; "we Somis," "I am an Amican in 
real life," "we Nirions are fun-loving people," "as an Amican I 
needed to understand the others better," I defended and supported 
my culture." In these statements it is evident that participants 
are identifying with the hypothetical culture and using its 
perspective to understand interactions with the other cultures. 
These are cultural identifications not the product group 
dynamics. 
Furthermore, participants' responses to cross-cultural 
transition dynamics in the workshop support the conclusion that 
the exercise elicited more than just group dynamics. They all 
stated having experienced cross-cultural transition. In addition 
they identified the phases or steps of the Model of Cross- 
Cultural synthesis and Growth which were more relevant to 
them. They rated the workshop as having raised their awareness 
along dimensions of culture, stereotypes, cross-cultural 
transitions, and intercultural interaction. Finally, they were 







I SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
This chapter consists of a summary of the dissertation, 
conclusions based on the results of the research, and 
j 
recommendations for further use and study of the conceptual and 
i experiential learning tools presented in this study. The summary 
is outlined according to the chapter structure of the 
1 dissertation. The conclusions are discussed in relation to the 
I 
conceptual model or the experiential learning tool, as 
j appropriate. Recommendations relevant to the overall training 






Professionals in the United States need to reevaluate their 
! knowledge, skills and attitudes in the area of intercultural 
j interaction. Current economic conditions are dictating a world 
economy rather than nation-based economies. Simultaneously, 
I science and technology have permanently altered the manner in 
which time and space affect cross-cultural contact (Thurow, 
' 1987). As these developments continue to evolve, professionals 
I 
will increasingly be placed in the position of interacting with 
intercultural clientele and coworkers. 
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In addition, demographic data clearly indicate an increase 
of ethnic and racial diversity in the United States. These factors 
suggest the need for professionals to increase their knowledge 
and training in culture-specific information, in foreign languages 
and in intercultural interaction. Professionals in the United 
States currently cannot compete with those from other countries 
who, in addition to speaking many languages, have a greater 
appreciation and respect for cultural differences and greater 
facility in intercultural interaction (Gadsden, 1987). This 
dissertation focused on developing a training model which can 
transmit meaningful learning in the process of cross-cultural 
transition, a core dimension of intercultural interaction. 
For many decades the concept of cross-cultural transition 
has been of interest to educators and trainers who prepare 
professionals to work in culturally heterogeneous settings. More 
recently, however, the Peace Corps and other volunteer 
educational, health organizations, as well as corporations, have 
shown an interest in professional preparation in the area of 
intercultural interaction. This interest has given rise to the 
development of a body of knowledge which explores intercultural 
contact. It is often referred to as the field of intercultural 
education, training and research. In this field, theory, research 
and methodology have emerged which explore various aspects of 
intercultural relations. 
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Although a large number of training programs have been 
developed over the years which address various aspects of 
intercultural interaction, there are very few which focus on the 
entire process of cross-cultural transition. The existing tools 
explore dimensions or aspects of this cross-cultural process 
rather than the process itself. One factor contributing to the 
lack of instrumentation is the absence of a current concept of 
cross-cultural transition which takes into account the more 
recent theoretical, research and methodological developments in 
the field. This study was designed to present an integrated 
model of training in cross-cultural transition which could 
combine an updated concept of cross-cultural transition with an 
experiential tool which transmitted knowledge about the concept 
in a meaningful manner. 
The concept of cross-cultural transition has changed 
significantly since it was first termed culture shock by Oberg 
(1958). According to Juffer (1983) there are three main models 
or theoretical approaches to culture shock: 1) development over 
time, 2) psychological illness, and 3) positive growth experience. 
The third model was developed by Adler (1975), who referred to 
culture shock as the transitional experience. According to 
Adler's model, cross-cultural transition is a normal learning 
process which occurs when individuals become immersed in 
another culture. Adler's view is that an individual transcends 
his/her cultural boundaries and becomes interculturally 
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actualized, he describes this process in a linear and sequential 
manner. 
The model of cross-cultural transition presented in this 
study is similar to Adler’s in that it views cross-cultural 
transition as a normal learning process and also as a desirable 
personal experience. It differs, however, in rejecting the 
conceptualization of cross-cultural transition as a linear and 
discrete process. The Model for Cross-Cultural Synthesis and 
Growth used in this study conceptualizes the process of cross- 
cultural transition as an ongoing process which can be described 
in phases or steps and is cyclical in nature. Cycles of the cross- 
cultural transition experience are understood to re-emerge in 
time as individuals become more deeply involved in the 
dialectical process of negotiating the value and behavioral 
paradoxes posed by contrasting cultural contexts. This process 
is described in the following steps: Entry, Confrontation, 
Either/Or, Creative Questioning, Both/And and Integration. A set 
of interventions for each phase or step is provided for 
professionals whose objectives are to understand and assist 
others in successfully experiencing cross-cultural transition. 
The experiential learning tool included in this integrated model 
of training is the Somis, Amicans, and Nirions simulation 
developed by interculture, Inc. 
The study consisted of conducting two workshops utilizing 
the integrated model previously described. The participants 
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were professionals in human services, education, management, 
health and other related fields. The participants were English 
speaking American citizens from European backgrounds. Data 
were collected after each session of each workshop. Journal as 
well as open-ended questionnaire data were gathered. All 
sessions were audiotaped and an observer was present in all 
aspects of the workshop. The data analysis procedure utilized 
the constant comparative method of grounded theory. In 
summarizing the results, it was significant that there was 
consistency in the experiences of all participants throughout the 
two workshops. 
In the workshops, individual differences were found in 
interaction style and engagement in cross-cultural transition. 
These individual differences were not significant in 
differentially affecting the experiences or learnings of 
participants. The exercise was found to be successful in 
transmitting the concept of cross-cultural transition included in 
the model. Group dynamics were consistent among all groups, 
and there was a parallel relationship between the cross-cultural 
transition learnings of the participants and the interactional 
dynamics of groups. 
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Conclusions 
Conclusions Related to the Model of Cross-Cultural Tran?;itinn 
The data supported the concept of cross-cultural transition 
in the model and its ongoing and dynamic nature. All participants 
were able to recognize, articulate, and demonstrate behaviors 
related to the steps of the model. This finding supported the 
validity of the steps as outlined in the model, as well as the 
nature of experience and behaviors contained in each step. The 
model conceptualizes the experience of cross-cultural transition 
as a continuous rather than a discrete process. It also 
conceptualizes transition as a positive growth experience. 
Participants' comments and reactions supported both of these 
assertions. These are crucial dimensions in that they steer 
facilitators and professionals to focus not on adjustment as the 
favorable outcome of cross-cultural transition but rather on a 
continuous exploration of the process itself. There was 
conclusive support of these dimensions in the findings. 
The study found support for the notion that transition is 
not a smooth experience. People in transition clearly fluctuate 
between contrasting value positions and culturally preferred 
practices. For professionals, this understanding is important 
because it suggests that one ought not expect oneself, clients or 
coworkers to cease feeling the tension of transition. In fact, 
continuing to feel the tension should be viewed as a positive 
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indication of engagement. The data showed that the participants 
who disengaged never moved beyond the step of Confrontation. 
The relatively small size of the sample as well as the 
descriptive nature of this dissertation disallow any 
generalization from this finding. However, they do suggest an 
important learning. As previously discussed, the traditional 
concept of culture shock implied that the goal of any training or 
intervention should be to help individuals to adjust and therefore 
to cease feeling tension. The study supports the contrasting 
notion that tension in itself is not dysfunctional. In fact, 
professionals and trainers might want at some point to heighten 
tension or to make clients, coworkers or themselves more aware 
of the tension they are feeling. 
Furthermore, the findings suggest that there are ways to 
help individuals move through the tension. The coping 
mechanisms reported by the participants clearly indicated that 
group support and contact with individuals were key factors in 
moving successfully through cross-cultural transition. 
Therefore, professionals need to remain in contact with 
transitioning persons through the difficulty rather than attempt 
to alleviate the tension. Giving up the tension prematurely could 
mean that they would also be giving up the learning process. 
Professionals and trainers can become that support mechanism 
and can also help identify other meaningful affiliations. 
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The interventions recommended for each step in the model 
for Cross-Cultural synthesis and growth were also supported by 
the findings of the exercise. For example, at the Entry or culture 
building phase, the articulation of personal identity, 
clarification of culture, and acquisition of skills were all 
essential elements of the learning. Thus this finding supported 
interventions which would promote these elements of learning as 
appropriate for the Entry step. In addition, it supported the 
assertion of the model that prevention is an effective 
intervention strategy at this stage. Furthermore, in the 
Confrontation phase, the need for crisis intervention strategies 
was clear, while the Either/Or and Creative Questioning phases 
required supportive interventions. 
On the other hand, cross-cultural maintenance 
interventions which are appropriate for the Integration step, 
were not really prevalent in the comments and reactions of the 
participants. This observation seems to indicate that the short 
duration of the exercise did not allow for that level of 
integration. The observation is consistent with the assertion of 
the model that integration is a step which presupposes a 
considerable amount of exposure to the new cultural context as 
well as to the process of cross-cultural transition itself. 
Although the group as a whole did not reach the Integration 
phase of the model, participants were able to project themselves 
into this step and suggest strategies that corresponded to 
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behaviors at that level. This finding supports the assertion that 
time is a significant element in the simulation and that cross- 
cultural transition is an ongoing rather than discrete process. It 
further suggests that trainers and professionals must not 
prematurely expect integration behavior to take place. This 
behavior can only be achieved later in the cross-cultural 
transition process. However, individuals may cognitively or 
emotionally project themselves into the Integration step prior to 
achieving it behaviorally. 
Some of the responses given by participants also supported 
the notion that a person may experience more than one cross- 
cultural transition step at a time. Although participants were at 
the Confrontation step with some of their values, they could also 
have thoughts and wishes and imagine solutions corresponding to 
the Integration step. Thus participants who were experiencing 
primarily the Confrontation step, were able to arrive at 
synergistic suggestions and alternatives. This reality is a rather 
hopeful one for professionals as it suggests that they can work 
with themselves and other individuals who may be struggling 
with the step of Confrontation and help them project beyond it. 
In the findings Integration stage behavior was imagined by 
participants and included the strategies they were able to 
suggest for the future but which were never actually 
demonstrated by the group as a whole. Additional skills and 
contact were requested by participants in order to actually bring 
forth these imagined resolutions. This observation completely 
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supports the necessity for appropriate intervention and training 
as key factors for a successful experience with cross-cultural 
transition. 
Conclusions Related to the Experiential Learninn TnnI 
One of the predominant learnings related to the 
experiential learning tool as a whole,was that it is a powerful 
and effective instrument in transmitting meaningful learning in 
the process of cross-cultural transition. It is clear that the 
participants were strongly and profoundly impacted by this 
experience. They viewed the learnings they derived from it as 
important and as having far-reaching implications for them as 
individuals and as professionals. In addition to this general 
conclusion, the findings suggested other more specific learnings. 
Individual Differences and Diversity 
The findings suggested that in developing training 
programs for professionals, educators and trainers must be 
aware of individual differences in interactive style and 
engagement mode in cross-cultural transition. The participants 
in the workshops differed greatly in these dimensions. These 
diverse groups, however, were able to quickly integrate their 
differences and effectively engage and involve all participants in 
the task. Allowing individual and cultural differences to exist in 
the training environment and treating them as part of the 
210 
diversity in the group was a training priority in the exercise. 
This approach was strongly supported by the findings, suggesting 
that such differences ought to be treated similarly in any 
training or professional development situations. 
Furthermore, the training strategy—which was for the 
trainers to initially guide the groups in the achievement of the 
culture building task, to model the necessary skills and behavior, 
to gradually become less visible, and to evolve into a member of 
the culture-proved to be effective as well. Groups were able to 
function alone without trainer intervention by the end of the 
first hour of the culture building session. 
This strategy proved to be very effective in helping the 
groups jell and become integrated while maintaining individual 
differences. This process was designed to reflect the concept of 
synergy presented in the first chapter of this dissertation. The 
concept implies support and respect of differences and 
maintaining a creative tension in the interactional process, 
rather than homogenizing differences. 
The findings lended complete support to the manner in 
which diversity was viewed and treated in the workshop as well 
as the training strategy utilized by the trainers. This support 
strongly indicates that professionals and trainers must respect 
and support individual differences and cultural identify. In 
addition, it demonstrates that fostering interactional dynamics 
which maintain the tension of differences in the developmental 
process of the group is an effective strategy in building a well¬ 
functioning heterogeneous group. It also indicates that 
minimizing outside intervention and allowing for maximum 
involvement and interaction on the part of the participants 
seems to be effective in fostering strong personal involvement 
and engagement in the training experience. 
Identity and Cross-Cultural Transition 
The study highlighted an important learning regarding the 
function of identity in cross-cultural transition. Participants 
retained their hypothetical culture identity throughout the 
workshop, and in fact, needed that identity in order to feel 
sufficiently secure to continue their cross-cultural exploration. 
It is when their identity was threatened that ethnocentrism 
peaked. This finding emphasizes the crucial understanding that 
one's identity is not abandoned in the process of successful 
cross-cultural interaction. On the contrary, it is maintained and 
provided a basis for comparison, and is a necessary factor in 
achieving further learning and integration. This perspective on 
identity supports the notion that the concept of pluralism rather 
than being that of the melting pot, most accurately represents 
the state of successful coexistence between cultures. This, too, 
has enormous significance regarding the most desirable and 
effective attitudes, objectives, and approach professionals need 
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to demonstrate as well as transmit to their clients and 
coworkers. 
Ethnocentrism 
Evident throughout the data was the participants' 
amazement at becoming so intensely ethnocentric while 
intending the opposite behavior. This outcome was achieved by 
the previously mentioned training strategy of minimizing 
intervention rather than providing participants with predesigned 
interactional processes to follow. No guidelines or instructions 
were given to the participants as to the strategies or process 
they were to follow in order to accomplish the task. This was 
true in both Phase A and Phase B of the workshop. 
While culture building, participants were asked to 
construct hypothetical cultures based on three different general 
frameworks. However, the cultures were allowed to develop 
without intervention from outside the participant group. The 
trainers clarified issues, modeled behavior, provided safety, and 
kept the interaction going. They did not determine the content of 
the cultures or direct the process of the group. Similarly, in 
Phase B there were no content or process interventions by the 
trainers. The only exception was for the trainers to "stop action 
in order to end the meeting when sufficient time had elapsed. 
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Thus th© ©ntir© cross-cultural transition procGss which th© 
participants d©v©lop©d was staged but never directed by the 
trainers. Consequently, the strategy maximized participation 
and minimized outside intervention. The data indicated that 
participants were able to see themselves interact in 
ethnocentric ways of which they would ordinarily disapprove. In 
addition, they witnessed the ethnocentric strategies, which they 
alone developed, contribute to the distance and polarization 
between the cultures. These dynamics were not the result of 
design or trainers' interventions, but rather alternatives chosen 
by the participants themselves. This training approach proved 
extremely effective in engaging the participants in the process 
and task of the experience, in discouraging denial, and in 
prompting self and intercultural awareness. This finding has 
great significance in terms of developing training and 
professional development programs. It establishes the success 
of this approach in training professionals to be aware of their 
own ethnocentrism as individuals and as members of a group. 
Cultural Diversity and Nonviolation of Cultural Integrity 
The previously mentioned finding of diversity in the 
interaction styles of the participants suggests yet another 
significant learning in terms of developing training and 
professional preparation programs. The experiential learning 
tool of this training model was developed primarily to train 
professionals in the United States. However, all intercultural 
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training must take into account the existence of intercultural 
differences yet unknown to the trainers. It is, therefore, 
important to expect heterogeneity rather than homogeneity in 
learning and interaction style in the groups of participants which 
a trainer or educator encounters. Even an instrument pre-tested 
in certain cultural environments, such as the one in this study, 
may reveal a new range of styles when conducted in other 
regional or cultural settings. An expectation of heterogeneity, or 
diversity, can function as a safeguard to prevent professionals 
from incorrectly assuming an exercise, training or professional 
development program might be effective in all cultures, the 
training model in this dissertation was designed with an 
expectation of cultural and individual heterogeneity. 
The participants in this group demonstrated a range of 
differences in style and engagement mode. However, they all 
were able to follow and interact successfully with the training 
methodology. One of the features of this exercise which 
accommodates heterogeneity is to give participants the freedom 
to choose an active role or a less involved on within the 
boundaries of their hypothetical culture, or to remain quiet 
during the role-play. This option allows participants, whose 
style or values may limit or prohibit interaction of the type 
required by the exercise, to participate in the experience without 
violating a cultural or personal preference. 
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Furthermore, the principle of not violating the integrity of 
a culture is promoted in the exercise by creating a simulation 
which cannot be resolved unless this principle is observed. As 
previously mentioned, the inclusion of three hypothetical 
cultures in the exercise fosters three-way alternatives rather 
than bipolar win-lose dynamics which more easily occur in two- 
culture interaction processes. It is necessary for the three 
cultures to agree in order to resolve the conflict in the situation. 
The pre-established strong cultural identity of the three groups 
provides the participants of each group with a clear idea as to 
what constitutes a violation of their culture and identity in the 
interaction. 
A strong indicator that these were effective strategies in 
promoting such learnings was the participants' suggestions for 
resolution of the polarization between the cultures. The 
predominant synergistic alternative suggested by the 
participants was to call another meeting or continue the session 
with some modifications. These modifications included changing 
the task and power dynamics of the encounter. They suggested 
meeting solely for the purpose of getting to know one another 
and of learning how to communicate and interact more 
effectively. They further suggested having no other task for the 
meeting and establishing a process which would minimize the 
power dynamics which had evolved in the earlier session. These 
suggestions clearly demonstrate the wish of the participants to 
reach a synergistic relationship with the other cultures. The 
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goals set forth by the vast majority of participants for the 
cross-cultural contact session were to arrive at greater 
intercultural understanding and respect of each other’s cultural 
differences and to resolve conflict without overpowering one 
another. These responses clearly and strongly support the 
assertion that the design and training strategies of the exercise 
were effective in creating a learning experience in which 
individuals could safely discover the value of the principle of 
nonviolation of integrity and cultural identity. These findings 
are very significant in demonstrating design and training process 
features which can be included in professional development and 
training programs in order to accommodate and honor cultural 
diversity and promote nonviolation of cultural integrity. 
Recommendations for Further Study 
There are several recommendations for further study of the 
conceptual model and of the exercise which would build on this 
study. One of these suggestions is the further exploration 
through research of the individual differences in interaction 
style and engagement mode found in this dissertation. Further 
study could examine whether the individual differences 
discovered in the participant population of this workshop also 
occur in other populations of professionals or other individuals 
regardless of profession. Other individual and personality 
characteristics could be explored in relation to these 
differences. Furthermore, the individual differences found in the 
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study could b© furth©r studi©d to determine whether they 
represent tendencies in individual behavior in other settings and 
learning situations. Finally, all of the above suggestions for 
further study could shed light in individual versus group behavior 
in cross-cultural interaction. 
The Model for Cross-Cultural Synthesis and Growth should 
be further studied in the field with individuals undergoing cross- 
cultural transition. This is necessary in order to avoid 
generalizing from a model formally studied only in a laboratory 
setting. Additional populations which could be studied would be 
immigrants, international students, ethnic populations in the 
United States in contact with other cultures, and the same ethnic 
populations in the United States and in other countries. The 
model should also be studied over time with the same population 
to determine the long-range and ongoing issues included in the 
concept. Another dimension to be explored would be age and 
gender factors in cross-cultural transition experiences. For 
example, further study could explore cross-cultural transitions 
in children, adolescents, adults, males, females, and older 
individuals. 
Further study of the experiential model could also involve 
several alternatives in the design of the exercise as well as in 
participant populations. One modification could be to extend the 
workshop from six hours to twelve. This would allow 
participants the opportunity to stay in their culture longer prior 
218 
to encountering another one. It would also provide them with the 
opportunity to call a second meeting, and to test out various 
strategies for resolution. Another modification would be to 
extend the workshop to a third day and allow individuals to take 
the role of participant in all three cultures. This design would 
give participants a broader experience with diverse cultural 
perspectives. A third modification could be to ask the Amicans 
or Nirions to take responsibility for planning the cross-cultural 
contact meeting and study the resultant differences in power 
dynamics and perceptions of majority/minority interactions. 
This modification could provide valuable additional information 
concerning the power dynamics which emerged during the 
exercise. One modification which has been employed in the use 
of the training model is to conduct the exercise with a 
population of professionals and to use the learnings initially to 
demonstrate culture general issues in intercultural interaction. 
Subsequently, a second day of training would explore culture 
specific or group specific issues such as age, gender and race 
relationships. 
In addition, the training model should be further studied 
with a participant population which includes a different gender 
mix from the one reflected in the group studied in this 
dissertation. As previously mentioned, the participants in this 
study were predominantly females. A different gender makeup in 
the participant group might produce differences in the 
interactional dynamics and results obtained by this study. 
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All of the above suggestions for further research can serve 
to strengthen and enrich the findings of this study. Such 
research can build upon the conceptual and experiential 
dimensions of this integrated training model which this study 
has shown to be a useful tool for transmitting meaningful 
learning in the process of cross-cultural transition. Training and 
professional preparation programs are beginning to emphasize 
the importance of intercultural interaction as an aspect of the 




THE SOMIS, AMICANS, AND NIRIONS 
THE SOMIS, AMICANS AND NIRIONS 
Developed in 1975 by 
Interculture, Inc. 
51 Norfolk Street. 
Cambridge, MA 02139 
Telephone 617/864-3759 
Note: To gain the full impact of this simulation, it is important that 
it be conducted by individuals who have had adequate training in the 
interactional dynamics and cross-cultural learnings it elicits. 
Interculture, Inc. encourages those who are interested in 
conducting this or a modified version of the simulation to contact 
one of its members in advance to review the exercise. 
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The Setting 
We are living in the country of Somi in a particular 
neighborhood. The majority of the people in the neighborhood are 
Somis but there are also a large number of Amicans (originally from 
the country of Arnica), and Nirions (originally from the country of 
Niro). 
Our children all go to L.C.S. (the Local Community School) in 
which there is a small bilingual component. The principal of L.C.S. (a 
Somi) has noted that there have been a lot of disciplinary problems 
in the school. He has asked the President of the Parent Advisory 
Council (a Somi) to set up a task force made up of parent and teacher 
representatives from the three groups to discuss the issues and 
make recommendations. The principal would like these 
recommendations to be agreeable to all three groups. 
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The Somis 
General characteristics of the culture. 
The Somis: 
- Value independent thinking and objectivity. 
- Approach situations with a problem solving orientation. 
- Need to define a problem clearly, asking for information from 
all parties before thinking about a solution. 
- Are future oriented, concerned with long range benefits and 
with using time efficiently. 
- Value intellectual and work achievement. 
- Are cordial and friendly in their interpersonal relationships. 
- Believe that male and female roles are interchangeable and 
equal. 
Attitudes toward children. 
The Somis: 
- Believe that a child is unformed at birth and needs to be guided 
very carefully in order to develop the qualities of an adult. 
- See children as being primarily impulsive and needing to be 
shown how to control themselves. 
- Allow children to explore their environment but under the 
guidance of adults. 
- Feel that boys and girls should be given the same standards as 
adults. 
- Deal with children in a direct manner and give reasons and 
explanations for sanctions. 
Behavioral cues. 
The Somis: 
- Ask for the point of view of everyone present. 
- Always return the discussion to the subject at hand. 
- Act cordially and pleasantly but do not become emotional or 
enter into discussions of feelings. 
- Are firm, cool, collected and maintain physical distance. 
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The Amicans 
General characteristics of the culture. 
The Amicans; 
- Value contemplative thinking. 
- Approach situations from a philosophical and ethical point of 
view. 
- Evaluate situations and actions according to their contribution 
to the total cultural context. 
- Feel that time is a progression in which past, present, and 
future have equal importance. 
- Value emotions as an integral part of the person. 
- Consider work and school achievement important but only when 
they contribute to the total well-being of the person and 
community. 
- Are formal and stylized in their interactions. 
- View male and female roles as distinct but carrying equal 
weight. 
Attitutes toward children 
The Amicans: 
- Believe that childhood is a privileged time of life. Children 
bring fun and joy to the community and are listened to because 
they provide a distinct and necessary perspective on life. 
- Do not sanction children directly. 
- Give the children alternatives and present other ways of 
behaving when there is conflict. 
- Accept children's total behavior and do not compare them to 
adult standards. 




- Avoid using the word "no" in response to people. They respond 
negatively by saying "yes, but." 
- Do not give in easily. ..... 
- Insist on working out ethical and philosophical implications 
before discussing any possible solutions. 
- Interact formally but maintain close physical proximity. 
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The Nirions 
General characteristics of the culture. 
The Nirions: 
- Value action, and getting quick results. 
- Approach situations with a "how to" orientation. 
- Expect quick solutions. 
- Are present oriented and are concerned with immediate 
results. 
- Value school and work achievement. 
- Relate to each other in an outgoing way, and are fun-loving. 
- Value free expression of emotions and show great enthusiasm. 
- Believe that male and female roles should be distinct and that 
leadership is a male quality. 
Attitudes toward children. 
The Nirions: 
- Believe that children are active and responsive to their 
environment. 
- Believe that children's emotionality and high activity level is 
to be reinforced and maintained. 
- Limit children's behavior only when it becomes destructive to 
people or prevents achievement of a constructive goal. 
- Allow boys to become physical and aggressive among 
themselves, but expect girls to be modest and act as 
conciliators. 




- Are overt, gesture a lot, and emote freely. 
- Talk openly about all subjects in public. 
- Interact in a manner characterized by close physical proximity. 
- Always ask for solutions which imply immediate action. 
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APPENDIX B: 
LEARNING ASSESSMENT INSTRUMENT 
LEARNING ASSESSMENT INSTRUMENT 
PRT.# 
As you know this workshop is being studied in order to assess the 
various learnings and experiences it elicits for those who 
participate in it. You have been invited to participate because we 
believe you represent a part of the professional world for whom this 
workshop has been designed and because you have special knowledge, 
skills and experiences which can help us learn more about this 
training. We have allotted time in the workshop during which we 
will ask you to fill out different sections of this learning 
assessment instrument. Please record the data on the forms 
designated for each section. Thank you for your participation and 
assistance in this endeavor. 
I. JOURNAL SECTION 
In this section of the assessment instrument we are interested in 
hearing what the workshop has been like for you from your individual 
perspective. We are inviting you to tell us in your own words your 
impressions, reactions, feelings, thoughts, observations, opinions or 
any other data you want to share with us about this training. We 
would like to know both what you personally experienced and what 
you thought was happening in your group, with the other 
participants, and the trainers. Please use the form below to record 
this information. Additional pages of this form are available. 
Please include your PRT number, appearing on this form, and indicate 
page and item number (i.e., 4.A, 5.A, ...) on all additional pages. 
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PRT.#_ 
A. Culture building phase 
Personal data Data about group and others 
PRT.# 
Personal data Data about group and others 
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PRT. #_ 
B. Cross-cultural contact phase. 
In this section of the assessment instrument please continue to 
record your experiences in the way you did in the previous one but 
now refer to the cross-cultural contact section of the workshop. 
Personal data Data about groups and others 
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PRT.# 
Personal data Data about groups and others 
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PRT.# 
Personal data Data about groups and others 
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PRT.# 
II. GUIDED INTERVIEW SECTION. 
The following questions have been designed to explore your 
perceptions and reactions to several specific dimensions of the 
workshop. Please refer to the information you have recorded on on 
your journal section to help you recall the various aspects of the 
experience. 
A. Culture building phase. 
1. How did you react to having to enter a hypothetical culture 
different than your own? 
2. How different than your own did your hypothetical culture 
appear to be when you first read its general framework? 
Please check one: 
Not different_ Different_ Very different_ (scale?) 
3. Please list the major similarities between your hypothetical 
culture and your own. 
4. Please list the major differences between your hypothetical 
culture and your own. 
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PRT.# 
5. Did you consider these similarities and differences to be 








sianificant Significant Very significant 
6. How involved and engaged did you feel in the process of 
developing the specifics of your hypothetical culture? 
Please check one: 
Not at all_ Engaged_ A great deal_ 
; 7. What moments in the culture building process were most and 
least involving and engaging for you? 
Most involving: 
Least involving: 
j 8. When your hypothetical culture was completely developed did 
you personally feel in agreement and comfortable with its 
characteristics? Please explain. 
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PRT.# 
9. Please discuss any discomfort you may have felt with the 
characteristics of your hypothetical culture. 
10. Did you disclose these feelings to your group? 
Yes_ No_ 
11. If your answer was no please explain the reasons for not 
sharing your feelings with your group. 
12. Did you sense a change in the level of closeness or distance 
you felt toward your hypothetical culture during this session 
of the workshop? 
Yes_ No_ 
13. If your answer was yes please describe what was happening in 
your group at that times you felt closest and most distant 
from your culture. 
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How did you cope with your feelings of distance? 
What were you feelings about your hypothetical culture, the 
other participants, the trainer and yourself during the times 
you felt closest to your culture? 
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! PRT.# 
B. Cross-cultural Contact Phase 
I In responding to the questions is this section of the assessment tool 
1 please refer to the cross-cultural contact session of the workshop. 
During the cross-cultural contact session of the workshop did 
you feel the cultures were similar or dissimilar to one 
another? Please explain. 
i 2. Did you feel there was any change or fluctuation in the level of 
^ closeness or distance among the three hypothetical cultures 
during this session? 
Yes_ No_ 
3. If your answer was yes please describe the instances during 
which you felt the cultures to be closest and most distant 
from one another. 
1 4. How did you feel when the cultures were closest? 




How did you cope with these feelings? 
Did your feelings of closeness or distance towards your 
hypothetical culture change during this session of the 
workshop? 
Yes_ No 
8. If you answered yes please describe the instances when you 
felt closest and most distant from your hypothetical culture. 
9. How did you feel about yourself and your other group members 
when you were closest to your culture? 
10. How did you feel when you were most polarized from your 
culture? 
11. How did you cope with these feelings? 
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12. Did you at any moment feel closer to members of the other 
hypothetical cultures than those of your own'? 
Yes No 
13. If you answered yes, please describe at what instances this 
occurred. How did you feel during those times? 
14. In your opinion were there any power related dynamics taking 
place among the three cultures? 
Yes_ No 
15. If your answer was yes, please describe these dynamics. 
16. Did you feel your culture was powerful during this session? 
Yes_ No_ 
17. At what instances during this session did you feel your culture 
to be most and least powereful? 
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PRT.# 
18. In your opinion what were the most effective conflict 
resolution strategies empioyed by the three cuitures during 
thic coceirmO 
19. In our opinion what could the cultures have done differently to 
resolve their conflict? 
20. What moments in this session were the most and least 





C. Cross-Cultural Transition Phase 
1. What were your general learnings about the process of cross 
cultural transition ? 
2. During this workshop did you experience any of the steps 
outlined in the attached model of cross-cultural transition? 
Yes_ No 
3. If yes, please name the steps which were most meaningful to 
you? 
4. Which steps were least meaningful to you? 
5. Which steps were most intense for you during the workshop? 
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6. Which steps did you feel were the most intense for the total 
group during this session? 
Were there any interactions or interventions which helped you 
cope with the most intense or difficult moments in the 
workshop? 
Yes_ No 
8. Please describe the interactions or interventions which were 
most and least helpful to you in coping with these moments in 
the workshop? 
9. When you think about cross-cultural transition experiences you 
may have in the future what do you anticipate these 
experiences to be like for you? 
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PRT.# 
III. GENERAL WORKSHOP EFFECTIVENESS SECTION 
Now that you have undergone this experience how would you 
retrospectively rate your prior knowledge level of the 
following issues raised by the workshop? Please circle one 
Not at all 
Knowledgeable 
Somewhat Considerably Very 
Knowledgeable Knowledgeable Knowledgeable Knowledgeable 
Culture _1_2_ 3 







2. Did the workshop raise your level of knowlodge in these 
issues? Please circle one. 
Culture 








A great deal 
5 
Stereotypes 1 2 3 4 5 
Cross-Cultur. 
Transition 1 2 3 4 5 
Cross-Cultur. 
Conflict 1 2 3 4 5 
Intercultural 
Interaction 1 2 3 4 5 




4. Reflecting on the entire workshop what stands out most in 
your mind? 
5. In what life and work situations will the learnings of this 
workshop be most useful? 




7. PI63S© fill out th© following it©ms! 
G©nd©r: Mai©_ F©mal©_ 





Education. Pleas© list highest diploma or degreo and credits 
beyond: 
Name of hypothetical Culture: 
Somis_ Nirions_ Amicans 
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A. CULTURE BUILDING SESSION 
PERSONAL This participant felt unsure about the group at first. She 
showed her positive self to them and added only positive elements 
to the he. I never had a thought about addressing a negative side. 
She perceived the he as being very significantly different from her 
own and put a lot of herself into the culture by contributing her 
ideals to it. She felt the end product was a healthy and balanced 
culture with a few negative aspects. 
GROUP: She perceived other members as taking sides and 
disagreeing. She thought they also projected positive elements into 
the he either from their pc or ones they would like to see in it. Felt 
her behavior was different in the he from that in her pc. In her group 
she felt like a "mediator" and felt close to the trainer. 
LEARNING: None stated. 
INTERACTION STYLE: Primarily cognitive; some effective 
involvement. Engaged. 
TRANSITION STEPS: Entry, Either/Or. Transition by identification 
with task and trainer. 
B. CROSS-CULTURAL CONTACT PHASE 
PERSONAL: She had very positive feelings and identified closely 
with the he. She felt she had to defend it "even if it was not the 
best". She felt as though it was "us against the world". She thought 
people could not compromise and it all led to power struggles. She 
experienced and became involved in conflict and took criticisms 
about "my culture" personally. She felt she had limited information 
about the other cultures and this was difficult for her. She felt self 
diminished and ineffective, "I felt ignorant, and small minded...! felt 
frightened, unsettled and disappointed". She became aware of the 
need to learn more about other cultures, and of the negative and 
polarizing effect ethnocentrism has on intercultural interaction. 
She began exploring synergistic stances the cultures might take. 
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GROUP. She thought the cultures were polarized during this session. 
There were power struggles. The Amicans stayed together "Others 
stuck to their groups too." The interaction was all negative no 
positives". "People could not go beyond their group". 
LEARNING. Ethnocentrism has polarizing effects on intercultural 
interaction. People need information and knowledge about other 
cultures. 
INTERACTION STYLE: Primarily effective with cognitive 
involvement. 
TRANSITION STEPS: Confrontation, Either/Or, some creative 




A. CULTURE BUILDING PHASE 
PERSONAL: This participant had a lot of difficulty with entry. She 
could not get into the group and did not like having time to herself. 
She said she was very close to the framework of the he. "1 am an 
Amican in real life. I was not interested in writing a "fictional 
story", and had great difficulty in participating in culture building". 
She was contentious with the other members and indicated they had 
"limited experience" in such tasks. 
GROUP: She stated she never identified with the group and 
maintained her individuality and self identity. In her words, she did 
not experience " a sense of group affiliation". She though the other 
members had limited experience. She felt they were "illogical" and 
■id not allow her to be more logical and less competitive. She 
/anted to change the design but did not suggest any concrete 
modifications. 
Trainer's note: The trainer of the group discussed this participant 
with the observer and other trainers after the workshop. The trainer 
felt this person was confronted with a different set of rules, a 
cooperative and democratic process with equal access for all 
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participants, which she was not able to work with and instead tried 
to control. She engaged in power struggles with participants, 
especially one, and with the trainer. In the group she was very 
active but primarily in undermining and arguing with other 
participants' views and contributions. The trainer engaged her in an 
attempt to have her focus away from other participants and on to 
the task. She was not able to become a member of the group until 
the trainer asked her whether she wanted to be the "elder" of the 
culture in the role-play, in an effort to break the power struggle. In 
this position she was able to work along with the group to some 
extent. 
At the end of her questionnaire this participant volunteered 
information about being angry at the lack of attendance in the 
workshop on the part of her black coworkers. She felt this should 
not have happened and that these problems should be addressed by 
everyone. The trainer felt this participant brought a great many 
outside issues into the experience. Furthermore, this person became 
so overinvolved in controlling the process of culture building that 
she behaved as if she owned the culture and she had to approve all 
aspects of it. Whenever the group did not allow her the control she 
needed she saw them as illogical. There is, therefore, some 
disparity in reference to this participant's account of her behavior. 
The trainers and observers felt she was over- rather than yji- 
involved. 
LEARNING; None indicated. 
INTERACTION STYLE: Affective involvement with a cognitive facade, 
competitive stance with exercise and participants. 
TRANSITION STEPS: Entry. The participants had difficulty with 
entry she was not able to progress much beyond this point. 
B. CULTURE BUILDING PHASE 
PERSONAL: During the role-play this participant felt further 
distance from her he because of the "personal variahons on group 
definitions" made by her he members. In this session she felt she 
only spoke for herself. She accepted the role of an elder for the 
culture but felt that the other participants couid not play their 
culture effectively in the role-play. She perceived power dynamics 
but did not feel her group performed well in them. 
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GROUP; This participant focused on the performance of her group 
which she felt was very ineffective. She saw power dynamics 
among the hcs. 
INTERACTION STYLE; Primarily effective with a cognitive facade. 
LEARNING; None stated. 
TRANSITION STEPS; Confrontation. Inability to go beyond Entry and 




A. CULTURE BUILDING PHASE 
PERSONAL; This participant found the task very stimulating. She 
approached the task enthusiastically. She very quickly related this 
experience to other people's experience of coming to a new country. 
She felt it was a helpless feeling and felt deeply what it must mean 
to be in this position. At the end of this session she felt good about 
her he. 
GROUP; The participant felt comfortable with the group, the task, 
and the process. She saw contentious dynamics taking place in the 
group but felt it cam together in the end. 
LEARNING; Became accutely aware of what it is like to come to a 
new country as an immigrant. There seemed to be some conflict 
between majority values and minority status in this participant. 
INTERACTION STYLE; Mixed. Cognitive and effective. Involved. 
TRANSITION STEPS; Entry, Either/Or. Transition by identification 
with immigrant status and by comparison to pc. 
B. CROSS-CULTURAL CONTACT PHASE 
PERSONAL; This person felt an affiliation with the Nirions as a 
fellow minority group member but was pulled toward the 
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intellectual ability" trait of the Somis which she admired. She felt 
frustrated and defensive when the groups were polarized and thought 
that the Somis were into more power dynamics than either of the 
two minority groups. She thought the minority groups were 
unintellectual" and was aware she was caught in a value dilemma 
She felt close to and supported by her he. She was not able to 
suggest any alternatives for improving the situation. 
GROUP: This participant felt the cultures were polarized. She 
perceived power dynamics and felt the Somis were caught in them 
more than the other cultures. She felt close to other hes during this 
session when they displayed characteristics she values in life. 
LEARNING: Awareness of inconsistency in values and stereotyping. 
INTERACTION STYLE: Mixed Affective and Cognitive. 




A. CULTURE BUILDING PHASE 
PERSONAL: This participant anticipated a positive and enjoyable 
experience. She felt good about the culture building process and 
though that many issues were confronted in it. She found it very 
difficult to let go of her culture in building a new one. She felt 
helped and directed by the written cultural framework distributed 
by the trainers. She became very involved in building the he which 
she thought was quite different from her pc, and felt good about it 
when it was finished. She felt there was some conflict in the group, 
but there was not enough time to do the tasks and resolve the 
conflict as well. 
GROUP: She felt that entering the group was not difficult, with the 
exception of one person who directed a power struggle toward her. 
She felt distant from some members and thought they were 
somewhat difficult to talk to. Some of the other group members 
misinterpreted her and they misinterpreted each other. She was 
able to work well with the group as the time went on. 
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LEARNING: None stated 
INTERACTION STYLE: Mixed. Cognitive with high affect. 
TRANSITION STEPS: Entry, Confrontation, Either/Or. Transition by 
comparison with pc, and by assuming leadership of the group and 
arguing with others. 
B. CROSS-CULTURAL CONTACT PHASE 
PERSONAL: This participant felt intense during this session, she 
experienced power and control issues coming from the Somis who 
tried to control and conquer. At times she felt close to the other 
minority group. She felt belittled and laughed at as a minority 
person. 
GROUP: She saw the groups as polarized and in power struggles. She 
saw the Somis trying to control and dominate the other groups. 
LEARNING: Awareness of issues associated with minority status. 
INTERACTION STYLE: Mixed. 




A. CULTURE BUILDING SESSION 
PERSONAL: This participant was somewhat skeptical about working 
in the particular group of people who made up his he. He was 
fascinated with the project and the he's framework. He perceived a 
power struggle going on between one member and the rest of the 
group. These issues complicated his entry into the group, but he was 
able to get beyond them. He became very involved in the task, felt he 
had contributed a great deal to the total make-up of the culture and 
was concerned about having dominated the group too much. At the 
end he really liked the culture and felt identified with it. He thought 
it was significantly different from his pc. 
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GROUP. He felt good about the way the group worked together with 
the exception of one person who seemed to be in a power struggle 
with the other members. 
LEARNING. Having the experience of seeing how one may influence 
the building of a culture. Exploring the dynamics of the process of 
dialogue between persons and their culture. 
INTERACTION STYLE: Mixed cognitive and effective. 
TRANSITION STEPS: Entry, Either/Or, Transition by identification 
and comparison. 
B. CROSS-CULTURAL CONTACT PHASE 
PERSONAL: During this phase the participant was identified with his 
he. He went through the conflict situation feeling separate from the 
struggle. He needed to understand both the Somis and Nirions as an 
Amican and as a person from his pc. He felt paralyzed and frustrated 
by what he perceived to be a power conflict between the Nirions and 
the Somis. He came to understand that Amicans in their passive, 
stubborn way were also a part of this struggle. He saw his he 
ridiculed and not taken seriously because of their contemplative 
laid- back ways and their lack of direct competitiveness. He felt he 
needed to go beyond the struggle and was frustrated at the Somis 
and the Nirions who were perpetuating it. He was able to project 
into a future process in which the cultures could resolve the 
conflict and take into account the various cultural perspectives. 
GROUP: He saw the cultures as polarized and into power struggles. 
He thought everyone entributed to these dynamics. He thought there 
were ways to resolve the situation. 
LEARNING: None stated. 
INTERACTION STYLE: Mixed 
TRANSITION STEPS: confrontation, Either/Or, Creative Questioning 





A. CULTURE BUILDING PHASE 
PERSONAL: This participant struggled at the beginning because the 
he was very different from her pc and the task was new to her. She 
felt engaged and particularly enjoyed the exchange and support that 
was involved in creating a culture. She saw some lack of listening 
going on in the group with some members. She felt this went 
counter to the fiber of the Amican culture. At the end she felt very 
comfortable and good about the culture they had built. 
GROUP: She felt good about the group. She saw some conflict and 
non listening going on, but she felt, overall, the group worked well in 
building the culture. 
LEARNING: How important listening is as a behavior in cross- 
cultural transition. 
INTERACTION STYLE: Mixed 
TRANSITION STEPS: Entry. 
B. CROSS-CULTURAL CONTACT PHASE 
PERSONAL: The participant saw a common goal for the hes in this 
session i.e., solving the problem. However, the cultures were 
dissimilar in their approach and make up. She felt supported by her 
group, but felt relatively isolated because she could not relate to 
the other groups. She was a little confused about how to be an 
Amican, so she stayed mostly quiet during the meeting. She felt her 
he to be the least powerful at first, increasing their power 
somewhat toward the latter part of the meeting. She wished there 
was more time. She felt there was a pull between who each person 
was and their culture. Though she was very impacted, she was able 
to go beyond the confrontation and think of ways to synergistically 
approach such situations. 
GROUP: She felt distance among the groups right from the beginning, 
there was no closeness to speak of until the very end of the meeting 
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when they seemed to understand each other a bit better. She saw 
povyer dynamics going on. they involved the issue of control and 
maintaining cultural parspective among all groups. 
LEARNING; She was beginning to understand the need to check one’s 
cultural assumptions and understand the assumptions of others 
before being able to make decisions. 
INTERACTION STYLE: Mixed 




A. CULTURE BUILDING PHASE 
PERSONAL: This participant came to the workshop knowing that a 
work related commitment required her to leave after the culture 
building session. She had difficulty entering the group during this 
session. She seemed isolated, polarized and critical of others. She 
felt she had been impatient and ineffective during the session. She 
stated she did not really understand the culture completely and felt 
less prepared than needed. 
GROUP; No comment 
LEARNING: No comment 
INTERACTION STYLE: Primarily cognitive but counterdependent 
toward the group and task. 
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APPENDIX D: 
SAMPLE OF GROUP RESPONSES 
WORKSHOP 1 
NIRIONS 
B. CROSS-CULTURAL CONTACT PHASE 
RESPONSE CATEGORIES 
1. Self Related Respnses 
5. Became increasingly aware of majority/minority and 
minority/majority issues in the group. She felt put down, angry, 
ignored, and unsatisfied as a culture. She ignored these feelings in 
order to maintain pride, strength, identity, and self-assuredness. 
She felt self diminished. 
#15. She felt alienated "no one understood us." When threatened 
she clung to what her he believed. 
19. When feeling close to her he members she felt powerful. When 
feeling powerful she "picked on the out culture." When feeling 
powerless she became even more defensive. 
#22. At times she was unable to act her role out. 
#23. Identified with the minority status of her he. " I know how 
deadening this status can be to creativity or even activity." Felt sad 
the hes could not get together. 
2. Other Related Responses 
# 5. Did not feel close to any members of other hcs. 
#15. He he members became rude when they were closest to one 
another. 
#19. No comment. 
#22. No comment. 
#23. No comment 
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3. He Related Responses 
# 5. She was never polarized from her he. Her he was powerless in 
the session beeause it was physieal and aetive. 
#15. Felt elosest to her he when it was attaeked by others. When 
she felt polarized from her he she elunQ tiphtly to the role*play." 
Her he was least powerful when it beeame outspoken and rude to the 
fullest. She felt her he role prevented her from behaving the way 
she would have otherwise. 
#19. She identified with and supported her he. Her he was most 
powerful when it was united with another he. 
#22. The Nirions were bossy at times. They were most distant from 
the Somis. 
#23. She identified with the minority status of the Nirions. It was 
similar to politieal situations in real life. She felt elosest to her he 
when it seemed threatened. "We drew together as a group, and 
showed what the Somis would eonsider our worst side". 
4. Other He Related Responses 
# 5. The eultures were unable to put themselves in other's shoes. 
She felt she did not have enough information to understand other hcs. 
#15. This partieipant thought the hes were dissimilar. The 
majority eulture felt they had the most effective way for solving 
problems. 
#19. The cultures were dissimilar. 
#22. The groups were dissimilar. 
#23. No comment. 
5. Intergroup (He) Interaction Related Responses 
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#5. The participant saw majority/minority and minority/majority 
dynamics. The two minorities coalesed. The majority culture 
attempted to split them up. The majority culture tried to maintain 
control. There were power dynamics. Power issues originated with 
the majority culture's need to control. 
#15. The cultures were polarized. Power dynamics took place anong 
the hcs. There were leadership dynamics among the hcs. 
#19. This participant never felt close to other hcs. The minority 
cultures were close at first. There were power dynamics. Power 
was in the hands of the Somis. 
#22. The groups were dissimilar and caught in a power struggle. 
The Nirions and Somis were "bossy" and into a power struggle. The 
Nirions were most distant from the Somis. At times she wavered 
toward other hcs wspecially when her he (Ns) were loud and 
boisterous . They tried to control the other two groups. The other 
groups tried to control as well. 
#23. There were power and control dynamics. " This typified in my 
view the way politicians can split groups who have a lot in common 
and, therefore, the dominant group can keep control." Nirions came 
into the meeting strong but were deflated by the cold attitudes of 
the Somis. Then the Nirions showed their worst side. 
6. Coping Related Responses 
#5. She ignored her feelings of being put down, angry, ignored etc., 
in order to cope and maintain pride, strength, identity and self 
assuredness. 
#15. When feeling threatened she clung to her he’s beliefs. She felt 
closest to her he when it was attacked. She held tightly to the 
role-play. 
#19. When she felt powerless she became defensive and defended 
her culture more. She identified and supported her culture and never 
felt close to other hcs. 
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#22. Sometimes the participant identified with the other he when 
her he became too loud and boisterous. 
#23. She related the experience to real life situations. She saw 
distance dynamics. Identified and supported the group and its 
minority status. 
7. Metapolarization Related Responses 
# 5. Began thinking of synergistic alternatives. 
#15. Was able to suggest synergistic alternatives. 
#19. No comment. 
#22. No comment. 
#23. Suggested synergistic alternatives. Related experience to life 
situations throughout the exercise. 
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APPENDIX E: 
CHARTS AND SUMMATIVE STATEMENT OF 
RESPONSE CATEGORIES 
The following Charts and Summative Statements are organized 
by each response category. For Phase A the categories include 
1. Culture Building; 2. Group Diversity: 3. Tension Between He and 
Pc; 4. Task Related Responses; 5. Group Process; 6. Involvement 
Level; 7. Attitude At End of Session. 
For Phase B the categories are 1. Self Related Responses; 
2. Other Related Responses; 3. He Related Responses; 4. Other He 
Related Responses; 5. Intergroup (He) Interaction Related 
Responses; 6. Coping Related Responses; 7. Metapolarization 
Responses. 
A Summative Statement follows each Chart and narratively 
presents the information it contains. These statements include both 
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USE OF HUMAN SUBJECTS FOR RESEARCH PROCEDURE 
Attachment for Doctoral Form 37A 
Use of Human Subjects for Research Procedure for 
Proposed Dissertation 
The proposed dissertation, Cross-Cultural Transition Training 
for Professional Preparation, is a hypothesis-generating study 
which will investigate the scope and nature of learnings provided by 
an integrated model of training in cross-cultural transition. The 
model consists of a reconceptualization of the process of cross- 
cultural transition as an on-going adaptation process occurring in 
human beings who significantly interact with one or more varying 
cultures, and an experiential learning tool which simulates critical 
interactional dynamics and dilemmas inherent in the cross-cultural 
transition process. 
The training consists of an all-day workshop during which the 
participants will cognitively and experientially explore the process 
of cross-cultural transition by being exposed to short presentations, 
role plays, a simulation, and an integrative session. It will be 
conducted at two different sites with participants with 
undergraduate or graduate professional preparation in the fields of 
education, human services, rehabilitation, health, and management. 
Data will be gathered by a learning assessment instrument 
which consists of open-ended and specific questions for the 
participants and trainers, tape recordings of all session, interviews 
with trainers, non-participant observation notes, and trainers’ 
notes. The type of data which will be sought will refer only to the 
learnings and impact of the workshop and will not put any of the 
individuals involved at risk. 
Participants will be informed in advance about the workshop, 
and the nature, scope, and procedures of the study. Their attendance 
* vill be strictly on a voluntary basis. They will also be able to leave 
the workshop should they choose to do so. This, however, is a 
precaution rather than an anticipated outcome. In order to ensure 
anonymity, respondents will be identified by an assigned 
participant's number which will appear on each learning assessment 
instrument. 
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The learning assessment instrument has been adequately 
pretested and has been well received by individuals similar to the 
proposed participants in training and experience. The conceptual and 
experiential aspects of the model have also been pretested with 
numerous groups of participants to ensure the development of a 
learning vehicle as meaningful and risk-free as possible. 
Constantina Comnenou, 
Student #5849049 
*The above procedure is a copy of the actual document which was 
approved by the appropriate University of Massachusetts faculty. 
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